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Editorial

Editorial
Evidence-Based Pedagogy

Jemina Napier, Editor1
Heriot-Watt University

Welcome to the second issue of Volume 5 of the International Journal of Interpreter Education. This issue
focuses on evidence-based pedagogy, showcasing a series of papers that were presented at the convention of the
Conference of Interpreter Trainers (CIT) in Charlotte, North Carolina in October 2012. Each of the articles
featured in the research section of this issue demonstrates differing approaches to evidence-based interpreting
pedagogy.
We are seeing a growth of evidence-based pedagogy, that is, research taking place in the classroom or in the
educational context that provides us with the evidence for effectively making change in education. This growth is
evidenced in all disciplines, not only interpreter education. More universities are now encouraging teaching
scholarship, a process of examining teaching through a closer lens to promote reflective teaching and critical
evaluation of teaching. The systematic examination of teaching enables educators to then explore the impact of
making changes in the way we teach (e.g., application of different activities, innovation in use of technology, or
updating curricula), through further evaluation of student outcomes, employability, and graduate capabilities.
Greater consideration is being given to the impact of research generally (Hale & Napier, 2013), so it stands to
reason that the same logic should be applied to educational research.
The growing number of research studies and publications in interpreting as a situated practice has led to calls
for more research-based teaching (Roy, 2000), that is, drawing on the available evidence from research on
interpreting to inform how we teach interpreting students. This has also led to recognition of the fact that we need
more evidence of interpreting pedagogy. As stated almost 10 years ago by Franz Pöchhacker in his book
Introducing Interpreting Studies (2004): “Indeed, most authors in interpreting studies are involved in interpreter
education, as teachers or as students completing a thesis requirement, and many studies have been carried out on
students as subjects. Nevertheless, as a research topic as such, the pedagogy of interpreting has generated little
systematic description” (p. 177).
Subsequent to Pöchhacker’s statement, we are now witnessing a growing body of research on interpreting
pedagogy that is providing an evidence base for proven effective teaching approaches. The research is “providing
interpreter educators and researchers with frameworks to focus on more systematic and critical forms of enquiry
in relation to teaching and assessment” (Hale & Napier, 2013, p. 176). Interpreting pedagogy research approaches
draw on a range of theoretical frameworks and methodologies, including surveys, qualitative case studies or
1
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longitudinal studies, experimental studies, action research, and historical/archival research (Hale & Napier, 2013).
In particular, evidence allows for innovation in interpreting pedagogy.
This issue of IJIE includes research papers that demonstrate different methodological approaches to examining
interpreting practice with implications for teaching, and also on innovative interpreting pedagogy. The authors
have drawn on action research, sociolinguistic and psycholinguistic qualitative discourse analyses, and
sociological perception-based interviews. As mentioned earlier, the research articles were all presented as papers
at the CIT convention 1 year ago. After the conference, delegates were invited to submit their papers to the journal
for consideration in the double-blind peer review process. I am delighted that we are able to feature several of the
papers that were presented at the conference.
The lead article is an invited feature piece from Mark Taylor, who was the keynote speaker at the CIT
convention. He had an unusual 3-hour slot for his plenary presentation, and delegates were pleasantly surprised by
how engaging one person can be for that long! Drawing on his own experience, research, and humor, Dr. Taylor
spent the first half of the keynote address educating and amusing us with his overview of how adult learning has
changed over the years, how closely these changes are tied to popular parenting styles of each decade, and how
this impacts on the nature of the learning styles of the students that we have in our classrooms. For the second half
of the plenary, he talked in more detail about how we can apply this knowledge specifically in interpreter
education. Dr Taylor’s presentation was a real inspiration to the interpreter educators at the conference, and we
wanted to ensure that his message got out to the broader (spoken and signed language) interpreter educator
audience, hence we invited him to contribute a paper to this issue.
The three research articles cover different aspects of evidence-based interpreting pedagogy. Jemina Napier,
Zhongwei Song, and Shiyi Ye describe a participatory action research project conducted with Chinese conference
interpreting students to explore how iPads can be used in the classroom to enhance learning and the development
of language and interpreting skills. Theirs was a longitudinal study over the course of one semester and involved
students and teachers engaging in a cyclical, reflective process of evaluating their learning and teaching through
use of the iPads. Marty Taylor (no relation to Mark Taylor!) gives an overview of a study she conducted to
examine the perspectives of deaf people and interpreters on leadership. Taking a sociological stance, Taylor
interviewed a range of leaders and in her article discusses the implications of her findings in relation to interpreter
education. The evidence she has collected reveals the importance of including aspects of leadership education in
any interpreter education program, providing some useful food for thought for both spoken and signed language
interpreter educators. Peter Llewellyn Jones and Robert Lee present their new model of interpreter role-space by
examining the participation of interpreters in various interactions, drawing on sociolinguistic and psycholinguistic
theories to exemplify their arguments that interpreters should not “don” their role like a hat, but rather should
“enact” roles according to the communicative shifts occurring in the context—as per Shaffer’s discussion of
“contextualization” and role (Napier, in press; Shaffer, in press).
The Commentary section offers two articles by authors who report on their particular teaching practices in the
interpreting classroom, which are based on existing solid theoretical and evidence-based frameworks. Neither of
the papers was presented at the CIT 2012 conference, but they have been presented in other interpreter education
contexts, such as the Australian Sign Language Interpreters’ Association Interpreter Trainer Network Symposium.
Suzanne Ehrlich, Funda Ergulec, Janet Mannheimer Zydney, and Lauren Angelone share their use of protocols to
improve discussion in online and face-to-face courses, and Mary Thumann and Kendra Smith describe how they
teach about mental health discourse to interpreting students.
This issue also features student work from three PhD candidates at Gallaudet University who presented their
predissertation preliminary research at the CIT conference, under the guidance of Cynthia Roy. Erica Alley,
Danielle Hunt, and Roberto Santiago give brief descriptions of their research studies, methodologies, and
preliminary findings.
Finally, in the Open Forum section, Eileen Forestal and Debra Russell review and highly recommend Sherry
Shaw’s book Service learning in Interpreter Education. “Service learning” is a popular concept in signed
language interpreter education, as evidenced by the growing number of publications on the topic (see for example,
Monikowski & Peterson, 2005; van den Bogaerde, 2007), and it is being promoted as a pedagogical strategy to
enable interpreting students to align with the minority communities with whom they work. This concept is also
being applied in language teaching (see for example, Weldon & Trautmann, 2003) and in higher education more
generally (see Bryant, Schönemann, & Karpa, 2011). Service learning introduces students to experiential as well
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as classroom learning, whereby they are expected to participate in community activities and are encouraged to be
engaged and ethical citizens; so students learn about “the significance of membership in a community while
reflecting on the importance of reciprocity and the symbiotic nature of learning and living” (Monikowski &
Peterson, 1995, p. 195). Sherry Shaw is now one of the leading experts in service learning in interpreter education,
and her book gives an excellent overview of how to apply and embed service learning principles within interpreter
education programs—a useful resource for interpreter educators of any language.
I hope you enjoy reading this issue and take away further food for thought in terms of your own evidencebased interpreting pedaogogical practices.
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Interpreter Education

Mark Taylor1
Taylor Programs

Abstract
This article is based on the keynote presentation given at the convention of the Conference of Interpreter Trainers in Charlotte,
North Carolina, in October 2012. It draws upon key principles for consideration in educating the next generation of
interpreting students in further and higher education.

Key Words: digital education, flipped classrooms, technology, interpreter education
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1.

Introduction

I do not sign, nor do I speak a language other than my native American Southern English, so I obviously don’t
“interpret”. Nor do I teach interpreters. In spite of these apparent shortcomings, , I assure you that I do know
something about the profession of interpreting, and quite a bit about the profession of teaching in general, and of
teaching to create professionals specifically. What are effective methods? How do you bring about deep and
lasting learning in students who aspire to become interpreters? How do you take a typical person and imbue in
him or her the knowledge, skills, and values necessary to fulfill the unique role of professional interpreter?
I have worked with interpreters, especially sign language interpreters, since my days over 30 years ago as a
clinical master’s of social work student at a mental health center in an unnamed city that is also the capital of the
state of Arkansas, in the USA. I offered clinical psychotherapy, through an interpreter, to deaf clients and their
families. My master’s thesis was on the delivery of mental health services to the deaf. Through both activities I
gained an understanding of the both unique and indispensable role of the interpreter as communication conduit for
some of the most personal and confidential exchanges imaginable, and of the existence and nature of the deaf
community. As a counselor education instructor, I taught combined master’s of mental health counseling/master’s
of rehabilitation counseling courses that were interpreted and also had deaf counseling students. As a student
services administrator with responsibility for services to students with disabilities, I hired and supervised
interpreters on a college campus, and I became more aware of the interpreter’s role in classes of wildly divergent
instructional quality. Since I have been a professional consultant and speaker, I have offered innumerable
programs at schools and conferences with the assistance of interpreters.
While I know what interpreters do, I cannot say that I have insider knowledge on how they are trained, or
exactly what happens inside interpreter education programs. I suspect many interpreter educators themselves may
not know much about the methods used at other schools. While we always think the way we do things is
“normal,” most of us would be surprised by the variations in practice among programs that purport to the same
goals of developing professional interpreters. The current state of affairs in most professional programs outside of
interpreting—at least those I have had the opportunity to study—is of wide variation. Have no doubt that the
lecture model is alive, though it never has been particularly well: In some programs, the only significant change in
pedagogy since 1950 has been from chalk and blackboards to bullet-pointed slides. Other programs offer
sophisticated, technology-heavy hybrid coursework, even to live/native/residential students. These increase
student responsibility by moving the introduction to content and skills out of the class, through video-capture—a
technology for which interpreter education might be particularly well suited. In such progressive programs,
educators devote class time to helping students solidify their retention and understanding of the content, for
practice in the development of functional, transferrable skills and the formation of an ethical and values-based
professional persona.
Leveraging technology out of class and using effective, active in-class learning processes might be especially
important in the development of professional interpreters, whose work is much more sophisticated than many in
the lay public may appreciate. Interpreters “provide the meaning of” communication for both deaf and hearing
clients and audiences. They do not transliterate individual words, or even encode sentences, into another language
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or “sign words.” They must work at the highest level of professional behavior in helping others understand and
establish meaning with the fewest filters possible.

2.

Creating Professionals

With such lofty goals for professional knowledge, behavior, and attitudes, interpreter education programs must be
what Lee Shulman (2005a, 2005b) described as “pedagogies of formation” designed to create professionals who
can operate effectively in situations with new or limited information, and over the course of a career—a very apt
description of interpreting. How does a program take entering students with limited or no working information
about the languages of interpreting, the skills of interpreting, or the unique values that define the profession of
interpreting and install this knowledge, skill, and value set in their students?
As noted, there are more effective and less effective methods for bringing about meaningful learning. Helping
students develop knowledge, skills, and values is the stated goal of most professional education programs (though
their language may vary), including interpreter education. Unfortunately, many programs remain tied to the
traditional, lecture-based methods of higher education, as briefly alluded to earlier. The lecture model, with active
faculty delivering content to passive, disengaged students, is still standard practice on most college campuses,
though the effectiveness of this very old and widely accepted practice has never been well demonstrated
empirically as a method for bringing about meaningful lasting change. That these methods persist in instruction in
higher education is one of the great contradictions, oddities, and tragedies in any business or professional practice.
The contradiction is that instructors are knowledge developers and deep thinkers in their professional fields, yet
they often fail to apply that same science and analysis to their teaching practice. They rely instead on their faith in
the way they were taught and the folklore about the nature of college teaching. A true conundrum is that schools
routinely hire people who are experts in their content area, and possibly even in research in that specialty, then
direct (and pay) them to teach—an activity for which they have had little, if any professional preparation. The
apparent assumption is that if you are an academic or a practitioner, whether biologist, accountant, or interpreter,
you can teach others to be that as well. These same individuals, well credentialed as they are in areas unrelated to
teaching, would not be allowed to teach in most public primary or secondary schools since they do not have
education credentials. But they are welcome to teach at colleges. Lecturing persists because it is what faculty like
to do and they believe it was educationally effective with them, it looks like teaching to administrators, and
students expect it. Except for the inescapable fact that it does not work well in bringing about meaningful lasting
change, lecture methods are perfect. The tragedy, as well documented in recent and very public works like
Academically Adrift (Arum & Roska, 2011), Our Underachieving Colleges (Bok, 2006), and Declining by
Degrees (Hersch & Merrow, 2005) is that while students want and need to learn, faculty want to help students
learn and develop (with a few notable curmudgeonly exceptions), and the world needs meaningfully educated
professionals, extraordinary amounts of resources are being used (including rising costs to students, and
significant chunks of students’ lives),, outcomes are often poor because of reliance on these ineffective methods.
For interpreter education to maximize the learning outcomes of its students, each program, and the interpreter
training community in general, must assess whether or not they are leveraging the most demonstrably effective
methods to bring about deep and lasting change and professional development in its students. The processes of
effective instruction are well documented. The promise and opportunity of the digital age is that there are online
and tech tools available that can increase teaching effectiveness and that may be preferred by many of our “digital
native” students, once they have had the opportunity to sample them (Prensky 2001a, 2001b). Unfortunately, most
of these digital tools were not available, or were not used, when the older, “digital immigrants” on the faculty
were trained, so they may not naturally gravitate toward them.
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3.

Meet Generation NeXt

It might be noted that this generation of learners from “Generation NeXt,” who are up to about 26 years old now
and who make up the vast majority of students in most interpreter education programs in the U.S., are a different
cohort of learners than their instructors were when they were in training, or than the learners who instructors
served in the past. Their issues with academic preparation, responsibility and self-esteem, consumer expectations,
use of technology, and styles of interacting can impact, and interfere with, their learning, persistence, and
academic success at school, and workplace readiness and success. As has been noted, there is fairly compelling
evidence that these students are not responding particularly well to traditional instruction in terms of learning
outcomes and workplace readiness. While my articles (Taylor, 2005, 2006, 2007, 2010, 2011, 2012) detail the
modal traits of Generation NeXt, a brief overview might be appropriate here: In addition to the outcomes issues
previously noted, these students are more likely to have issues with compliance and accepting responsibility for
their own learning than earlier generations, especially than the independent, adaptable, pragmatic, self-sufficient
“latch-key” children of Generation X, born between 1966 and 1986 (Twenge, 2006). Students from Generation
NeXt tend to be the product of child-centric families with protective and often intrusive parents who have done,
and frequently do, for children what the children could manage on their own. These efforts often produce high
self-esteem, even in the absence on demonstrable skill or achievement, though many trophies have been awarded
for participation. The logical consequence of being rewarded for showing up is the entitlement mentality of
expecting high grades for moderate effort, a tendency to underrate the amount of time and effort necessary for
academic success while overrating their own skills and abilities, and a defensiveness to criticism. While these
traits to not describe every member of Generation NeXt, record grade inflation at secondary (high school) levels
with record lows for time spent studying suggest these issues are systemic.
Generation NeXt has also spent more time with technology, videos/screens, and the Internet than any other
generation, so they might be expected to respond to online and digital learning resources. Technology is so
pervasive in every part of their lives that they may perceive any engagement or service (including their interpreter
training) that does not leverage online resources and digital technology as obsolete and irrelevant, and they may
be right.

3.1. From Teaching to Learning
There are multiple models of effective, learner-centered pedagogies, but they tend to have common elements
(O’Banion, 1999). From Barr and Tagg in 1995 with “From Teaching to Learning: A New Paradigm for
Undergraduate Education” and Gardiner in 1998 with “Why We Must Change: The Research Evidence,” scholars
have been advocating a shift in classroom practice toward a model based on student activity rather than on the
delivery of content. Other contributors like the National Research Council with How People Learn (Bransford,
Brown and Cocking, 2000), the Teaching Professor network created by Maryellen Wiemer (Wiemer 2003, 2013),
and my work from 2006 to the present all promote similar models, and are supported by the brain-based models of
researchers like Leamnson (1999) and Zull (2002). Newer interpretations favor methods leveraging online, digital,
and “tech-heavy” resources (Taylor, 2012; Bowen, 2013). These accepted—though sadly relatively rarely
practiced—learning models can mesh with digital, online and technology-rich elements for maximum
effectiveness with today’s learners in interpreter education programs.

4.

A Practical Model

In a series of articles (Taylor 2010, 2011, 2012), I described the application of learning theories to undergraduate
education. How well interpreter education programs create, or form, professionals who can act effectively in the
conditions of uncertainty of the real working world can be assessed by how well they are operationalizing each of
the processes I describe. Briefly listed, they are:
• Improve student’s future orientation
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•
•
•
•
•
•

Identify class goals
Improve student understanding of class expectations
Move content learning out of class
Create the necessity of preparing for and attending class
Increase classroom activity and engagement
Implement quality assessments and improved accountability

Effective learning processes tend to reinforce and support each other. These methods are designed not only to
bring about the necessary changes in students’ knowledge, skills, and values, but also to create necessary
preconditions to effective student learning behaviors. Central precondition and process themes are increasing
student compliance, especially with out of class preparation, which is central to “flipping” or inverting the
classroom, and improving student responsibility for their own learning. Increasing student compliance in class is
critical to students’ being active learning participants in class, and it is the opposite of the traditional roles they are
accustomed to in the traditional lecture class.

4.1. How Well Do Interpreter Education Programs Improve Students’ Future Orientation?
Central to creating professionals is helping them identify with the professional world and the professional roles
they will occupy. In workshops I stress, “Don’t teach students; teach the professional they aspire to become.” This
is critical to motivating students to do the work necessary to learn the content and skills, and to helping inculcate
in them the values necessary to be a professional interpreter. Fieldwork early in the program, interviews with
practicing professionals, and efforts to help students identify with the professional world through research are just
a few techniques to further this process.

4.2. How Well Do Interpreter Education Programs Identify Class Goals and Help Students
Link Their Goals to Class Goals?
Once students start to see themselves in future professional roles, they can begin to connect the class content and
skills to their future and success. (It might be noted that this is a much simpler process for classes that incorporate
the name of the profession into the class, as do many interpreting classes. The greater the apparent gap between
the name of the course and the name of the profession, the more difficult this process.) When students can identify
how the content and skills in this class can help them in the future, they come to value and see worth in the
material, and they can be motivated to put forth the effort to be successful students. Offering students a “menu”
of possible future benefits of the course, allowing them to select the benefits they most desire and discussions with
classmates around these future benefits can help them come to value the class, and to improve compliance with
class expectations.
4.3.

How Well Do Interpreter Education Programs Improve Student Understanding of Class
Expectations and Encourage Effective Student Behaviors?

Students, like other humans in general, tend to believe that what has worked for them in the past will work now.
They may assume that the levels of time and effort they put forth in other education, like high school or other
college classes, will be sufficient for success in their interpreter education coursework. This is probably rarely the
case, except for the most elite and advanced students. If they will be expected to devote significant time and effort
to their professional interpreter education classes, these expectations need to be made very clear very early in the
process, ideally even before the students enroll in classes.
It is also possible, if not probable, that students who are expected to move out of the passive student roles they
are often accustomed to and into more active learning behaviors may be resistant and reluctant to expend the
necessary time and energy. Some may even rebel and admonish their instructor to “do their (the instructor’s) job
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and teach” them (the students). Instructors need to help students understand why they as students are expected to
be active participants in their own learning, in and out of class, by sharing with students what the teaching
profession actually knows about how people learn, as opposed to how they were taught, or are being taught in
other college classes. This can be a challenge if students have been or are being successful academically with little
effort and even poor attendance. These effective student behaviors might include preparing effectively for class by
spending focused time and accessing multiple learning resources, attending class, and being active, cooperative
learners during class with classmates. Rewards for effective learning behaviors ands consequences for passive and
ineffective student behaviors should be a naturally occurring . For example, if students do not prepare for class,
they do not receive class points for preparation, they may not be allowed to participate in class activities, and they
will not accrue enough points to be successful. All of these expectations must be clearly outlined in the course
syllabus to avoid student aggrievement.

4.4. How Well Do Interpreter Education Programs Move Content Learning Out of Class?
To influence interpreter education students at knowledge (content), skills, and values levels, teachers must
maximize the limited instructional time available to them. Faculty should move knowledge-level learning, such as
learning the signs used to translate spoken words and ideas—which is easier—out of class, and bring more of the
practice of skills—which is more difficult—into class. This is the process of flipping, or inverting, the class.
Moving knowledge-level learning out of class frees class time for practice, with instructor supervision, of the
skills of interpreting, which are more difficult than transliterating individual words or letters. Moreover, while
there surely have been printed resources on signing for decades, some would say since 1620, newer digital and
online resources can offer powerful content delivery tools that may be especially effective with today’s digital
learners (Smith, 2008).
Interpreter educators are encouraged to coordinate the creation and curation of online and digital content so
individual instructors, or programs, are not required to develop all the content alone, or rely on possibly inaccurate
resources. Such a coordination role might be a valuable and appropriate one for a professional organization like
the Conference of Interpreter Trainers.

4.5. How Well Do Interpreter Education Programs Create the Necessity of Preparing for and
Attending Class?
Content available out of class is of limited usefulness if students are not obligated to access it, to prepare
meaningfully, and to subsequently attend class. When students have not prepared, instructors are often reduced to
delivering the content during class time. While students can be encouraged to prepare through a variety of threats
and inducements, faculty can make preparation for class a necessary part of daily and overall class success
through the assignment of points, as clearly outlined in the course syllabus. How many points, or what percentage
of overall class points, should be assigned for preparation should be decided by how much content there is for the
class, how critical knowing the content is to course and professional success, and how much responsibility
instructors want students to take in their own learning. If there is a lot of content, if it is critical to success, and if
instructors want to create responsible professionals, as much as 25% of the overall course grade might be assigned
for preparation, which can only be earned by being assessed on that preparation before or at the beginning of each
class. This transforms preparation from homework that may or may not be graded after it is collected in class to
preparation as precondition to class activity. If preparation for class is a necessary precondition to participating in
class activity (see below), students are much more likely to prepare.
There are many mechanical and administrative concerns regarding when and how to access student
preparation, and how to manage the unprepared or underprepared student. Instructors need to address and manage
these issues within their school’s policies. Basic procedures should ensure that the preparation is within the ability
of students and that preparation is assessed for each student either before class starts (via the course management
software) or as each student enters class, again,, as a precondition to moving into the in class activity. Students
who have not prepared as assigned will be denied actual, physical entrance to the classroom only by the bravest
and possibly most reckless and near-to-retirement instructor. Barring a student from a class he or she has paid to
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attend might generate grievance, as well possibly starting a domino effect of academic failure, as it is assumed
that the assignment is content they will eventually need.. A better strategy might be to allow the unprepared
student to complete the preparation during the class, in the classroom, for partial credit, while other, prepared
students are active and receive (or have the option to receive) full points for both preparation and participation in
the activity. While the student who is not allowed to participate in an activity due to lack of preparation might be
disgruntled and possibly aggrieved, if the expectations of and conditions for participating in in class activities
have been made abundantly clear, this should not be a legitimate cause for grievance, although concerned
instructors might want to get a local opinion. However, instructors’ inability to enforce legitimate, meaningful
out-of-class expectations on students is likely to severely limit their ability to bring about meaningful learning
outcomes.

4.6. How Well Do Interpreter Education Programs Increase Classroom Activity and
Engagement?
A central tenet of all learning-, learner-, and brain-based approaches to teaching and learning is that to learn in
meaningful and lasting ways, students need to be active, engaged participants in the construction of their own
learning (O’Banion, 1999; Pascarella & Terenzini, 1991, 2005). Although differentiating activity from
engagement is not absolutely necessary, because they tend to be complementary processes, activity might be
thought of as behavioral, like speaking or signing, whereas engagement might be the cognitive aspects of working
with material, trying to understand ideas and working to apply them to the student’s own experience and plans.
When students prepare for class they are better able to be active engaged participants, since they actually have
something to work with.
It is well established that, for whatever level learning is required to create a professional, active learning helps.
If you want students to learn at the knowledge level, give them the chance to teach the content to someone else.
Peer instruction is a well-documented, effective technique that gives students the opportunity to find the words
they need to hear (or see in sign) to understand the content, as they attempt to help another person (or people)
understand (Mazur, 1997).
If you want students to learn skills, particularly important in interpreter education, let them demonstrate the
skill, or teach the skill, to other students. Especially effective is practicing skills with other students who rate or
offer feedback on clarity and mastery. Also llowing for practice repetition, which is critical in the development of
functional skills.
If you want students to incorporate values and come to care about the content and skills they are learning, give
them the opportunity to convince another students of the significance of the content and skills. The affective
foundation for this values element was established earlier in Section 4.2, “Identify Class Goals”. As students have
actively articulated how this class in general, or the content and skills they are working on in a particular class
session, can benefit them in the future, they are more likely to value the material, come to care about that which
the instructor—and the profession—wishes them to value, and truly become professionals. Simple in-class
activities, like instructing students to tell their partners why knowing a particular skill is important, can have a
powerful impact of students agreeing with that belief at the affective level, according to theories of cognitive
dissonance (Festinger, 1957). Dyads are considered here to be the central interactive dynamic for effective
classroom activity, because they allows for the maximum number of students to be active, or constructing their
own learning, the majority of the time.

4.7. How Well Do Interpreter Education Programs Use Quality Assessments and Improved
Accountability?
Quality assessments refer to meaningful or authentic assessments, not simply regurgitation of content, which is
usually the outcome of pencil-and-paper, objective tests with multiple choice, fill in the blank, and true or false
formats. Authentic assessments focus on the demonstration of functional skills. Since interpreter education
programs, and the profession itself, is so skills based, it is hoped that this is not an issue.
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Another feature of quality assessment is the inclusion of formative, as well as summative assessments (Mazur,
1997). A core element of peer instruction, formative assessments are measures of students and the learning
process to provide feedback and improve the teaching and learning process, as opposed to summative assessments,
which are measures of student learning at a specific point in time to assign a grade. Typical formative assessments
include ungraded quizzes, in-class assignments, and practice tests. Feedback through audience response systems,
or “clickers” is a core component of active formative assessment and effective peer instruction, and this should be
considered in large classes or in classes in which authentic student disclosure of what they do and do not
understand is important (Bruff, 2009; Caldwell, 2007; Duncan 2005; Mazur, 1997). Formative assessments can
improve learning processes and outcomes by offering feedback and data on who is being successful at what
learning tasks, and by offering the opportunity to improve outcomes for all learners, beyond traditional graded
assignments and tests.
While a core goal of the model described here is to increase student responsibility for their own learning, the
accountability aspect refers to instructors taking responsibility for providing the best possible teaching practice.
The purpose of this article has been to offer just that opportunity to interpreter educators. For interpreter education
to maximize its students’ learning outcomes, each program, and the interpreter training community in general,
must assess whether or not they are leveraging these demonstrably effective methods to bring about deep and
lasting change and professional development in its students. Only then will instructors have met the accountability
challenge, and be able to assert that they are providing the most professional service to their students.
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Abstract
This article reports on findings from a collaborative action research project that was conducted to investigate the use of
iPads in teaching interpreting students. Action research is well documented as a method for encouraging innovation
and change in education, and it has been applied in translation and interpreting educational research. The goal of the
project was to investigate how iPad technology can be used to enhance the learning experience for interpreting students
in a master’s-level Conference Interpreting program, with an evaluation of the benefits of using the iPad generally and
in relation to the development of interpreting skills, as well as through one particular iPad application (AudioNote).
The project incorporated periodic cycles of evaluation to reflect on the effectiveness of the use of iPads in this teaching
context, for instructors and students to share information about what applications they had found, and to design
learning and teaching activities together using those applications. The iPad applications downloaded by students can be
categorized into three main areas of learning: general study, language enhancement, and interpreting skills.
Recommendations are made about how iPads can be used innovatively and creatively in educating interpreting
students of any language combination.
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Innovative and Collaborative Use of
iPads in Interpreter Education

1.

Introduction

According to Taylor (2010, 2011, 2012, this issue), the current generation of higher education students are
different kinds of learners than those who came before them; today’s students are “digital natives” (Taylor, 2010).
Advances in technology are having a major impact on education generally and influencing the way that students
learn, and “rather than complain about students’ technology and online preferences, [we] need to embrace
technology and leverage it for academic and developmental means and ends” (Taylor, 2012, p. 44). Furthermore,
Taylor (2012) suggests that we utilize technology to make students more accountable for their own learning, and
to bring innovation into the classroom. This article provides details of an innovative and collaborative educational
research project that sought to do exactly as Taylor suggests: to embrace one particular form of technology (the
iPad), to use the iPad innovatively to engage students in the learning process, and to work collaboratively with
students so they could guide (and thus be accountable for) their own learning.
The goal of the project was to investigate how iPad technology can be used to enhance the learning and
teaching experience for students and staff, with the evaluation of one particular application on the iPad,
AudioNote. The project piloted the use of the iPad in teaching English-Chinese conference interpreting students,
with a view to broader use across the university in teaching general note-taking skills to promote active learning.
For interpreting students, activities were designed specifically to enhance short-term and working memory, notetaking skills, listening comprehension skills, and summarizing skills. Throughout the course of our project we
found that students identified applications (apps) that could be allocated to three different categories of learning.
In this article we discuss the collaborative research approach, including the identifications of apps and the design
of teaching activities, and evaluate the iPad use for general study skills and the development of interpreting skills.
We also relate various apps to Bloom’s Revised Taxonomy of learning behaviors (Anderson, Krathwold, &
Bloom, 2001), and we conclude with recommendations for particular apps that interpreter educators may put to
use in the classroom.

2.

Background to the Study

In order to give background to and contextualize the study, we begin by describing the interpreter training context
at Macquarie University in Sydney, Australia, where the study took place. We then provide further
contextualization by providing an overview of relevant literature and giving consideration to theories of learning
at college, technology and learning, what interpreters need to learn in terms of their professional skills, and
interpreting pedagogy and technology.
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2.1. Conference Interpreter Training at Macquarie University
The conference interpreter training program at Macquarie University was established in 2005 and is offered as
part of a suite of postgraduate translation and interpreting (T&I) programs2 that provide training to students who
are already bilingual in English and another language. The T&I programs are offered in Chinese (Mandarin),
Korean, Japanese, and Australian Sign Language (Auslan); a non-language-specific program in community
interpreting for people from “emerging language” communities (Slatyer, 2006) is also offered. Historically, the
master’s in Conference Interpreting was offered in Chinese (Mandarin), Korean, and Japanese, but at the time the
study took place it was offered only to Chinese-speaking students. The program is offered as a full-time, 1-year
program, and entry criteria require students to already be accredited as a professional interpreter in Australia or to
have completed a master’s level degree in T&I with demonstration of high-level skills in interpreting.
The overarching aim of the program is to enable students to become highly competent professional conference
interpreters, who will likely return to China on completion of the program to work in high-level national and
international conferences on a range of topics including economics, trade, medical research, environmental issues,
and international relations, politics, and systems. To this end, the program combines theoretical and practical
subjects taught by a range of instructors with conference interpreting experience, which are designed specifically
to give students (as close to authentic as possible) simulated conference interpreting experiences using
simultaneous interpreting booths such as those at the United Nations and in the European Parliament. Based on
previous student feedback, it has been noted that students choose to engage specifically in conference interpreter
training at Macquarie University because of its solid reputation in providing the learning environment that equips
them with the academic knowledge and practical skills that they need to acquire in order to practice as
professional conference interpreters.

2.2. Learning in the University Setting
Learning at college (university) is viewed as a generative process, and students are expected to develop the ability
to employ available knowledge to solve new problems and to gain new knowledge as the need arises (Bernardini,
2004). To this end, two sets of knowledges and skills are required: domain-specific and generic. While domainspecific knowledge and skills are considered important, 21st-century education places great value on transferable
generic skills (Sluijsmans, van Merriënboer, van Zundert, & Könings, 2012). Generic skills are largely defined as
process skills: those skills—such as communication, problem solving, critical thinking, and lifelong learning—
that students are expected to develop in tandem with the acquisition of knowledge and domain-specific skills, and
which are used beyond disciplinary content knowledge (Barrie, 2004; Drummond, Nixon, & Wiltshire, 1998).
Didactically, generic skills are widely recognized for the value and capacity they have to transfer skills across
domains, in that they are able to help effectively solve domain-related problems (Barrie, 2006; Drummond et al.,
1998; MacNair, 1990). Ericsson and Charness (1994) argued that if one wants to reach an expert level of
performance in any particular domain, it is necessary to master all relevant knowledge and prerequisite skills in
that domain.
More importantly, it is believed that, to acquire expertise in a specific domain, one must obtain specific
knowledge while at the same time developing and using generic skills to extend that knowledge beyond the
domain (Glaser, 1987; Green & Gilhooley, 1992; Hoffman, 1997; Scribner, 1984). The acquisition of these
generic skills enhances the application of domain-specific skills to the ever-changing demands of the work
environment (Kemp & Seagraves, 1995; Leckey & McGuigan, 1997). Thus, generic skills are interrelated with,
and complementary to, domain-specific skills in ensuring a connection between learning in the university and
working life (Tynjälä, Välimaa, & Sarja, 2003).
Nonetheless, balancing the teaching of domain-specific knowledge and skills with the development of generic
skills, particularly more transferable skills, is a challenge, and it can be difficult to integrate the two sets of skills
within curricula (Badcock, Pattison, & Harris, 2010). For this reason, Macquarie University has clearly set out

2

See http://www.ling.mq.edu.au/postgraduate/coursework/tip/programs.htm.
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recommendations for the “graduate capabilities” that they expect all students should be able to demonstrate when
they complete their chosen program of studies. These include the following:
• Discipline-specific knowledge and skills (domain-specific skills)
• Critical, analytical, and integrative thinking (generic skill)
• Research and problem-solving capability (generic skill)
• Effective communication (generic skill)
• Engaged and responsible, active, and ethical citizens (generic skill)
• Capable of professional and personal judgment and initiative (generic skill)
All programs must be mapped against these graduate capabilities and learning outcomes designed accordingly.
Macquarie also places great value upon, and encourages instructors to embed, the following pedagogical
approaches and teaching practices into all programs: (a) student-centered teaching (Rogers & Freiberg, 1994), (b)
reflective learning for critical thinking (Baker, 1996), (c) problem-based learning and teaching (Schwartz,
Mennin, & Webb, 2001), and (d) cooperative and collaborative learning and teaching (Leigh Smith & MacGregor,
1992). Adopting such pedagogical approaches reinforces core adult learning principles, as outlined by Knowles,
Holton, and Swanson (2005):
•
•
•
•
•
•

Adults are internally motivated and self-directed.
Adults bring life experiences and knowledge to learning experiences.
Adults are goal oriented.
Adults are relevancy oriented.
Adults are practical.
Adult learners like to be respected.

Embedding these learning principles and pedagogical approaches motivates students (Small & Lankes, 1996)
and enables self-directed learning. Self-directed learning centers on the control of learning activities (Garrison,
1992, 1997) and can improve “higher-order” generic skills, including information retrieval, time management,
goal setting, problem solving, and critical thinking skills to promote lifelong learning (Candy, 1991). Cooperative
learning is a natural pedagogical approach to use in the adult education classroom (Thistlethwaite, 1994) as it can
contribute to higher self-esteem and achievement, increased attention and perspective taking, greater social
support, more on-task behavior, and greater collaborative skills and intrinsic motivation among students (Johnson
& Johnson, 1991). As Taylor (2010, 2011, 2012, this issue), points out, harnessing technology in teaching can
enhance the learning experience for students in the college environment.
The goal in developing generic and domain-specific skills in graduates is to enable them to respond to an everchanging working environment. Students are thus expected to have the capabilities to regularly reflect upon their
skills and competencies and engage in lifelong learning for expert performance in an individualized and effective
manner. In discussing how to make education and training more individualized and effective in interpreting,
Ericsson (2000/2001) indicated that two conditions are prerequisite: a better understanding of the mechanisms
mediating expert performance, and the improvement of instruments to assess those mechanisms. To put it simply,
technology can play an important role in learning in general, and in developing generic and domain-specific skills
in particular. Technology is first and foremost a means to fulfill a human purpose (Arthur, 2009), but it is also a
means to achieve life goals, including (among other things) increased efficiency, opportunity, complexity,
diversity, specialization, and freedom (Kelly, 2010).
Given that the 21st century has witnessed increasing attention paid to the teaching and assessment of generic
and domain-specific skills (Badcock et al., 2010), the use of emerging technology can facilitate graduates’
learning of transferable skills across domains more effectively and efficiently. The goal of this particular project
was to examine the use of emerging technology in the development of generic and domain-specific skills in
interpreting students. Before we describe the project and the outcomes in more detail, we first take a look at what
generic and domain-specific skills interpreting students need to develop, and the pedagogical principles adopted at
Macquarie University for training interpreting students.
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2.3. Interpreting Skills and Pedagogy
In giving consideration to the key attributes required of a competent interpreter, Gerver, Longley, Long, and
Lambert (1984, p. 19) propose the following:
1. Profound knowledge of active and passive languages and cultures.
2. Ability to grasp rapidly and to convey the essential meaning of what is being said.
3. Ability to project information with confidence, coupled with good voice.
4. Wide general knowledge and interests, and a willingness to acquire new information.
5. Ability to work as a member of a team.
If we “translate” these attributes into the language of learning, and map them as “graduate capabilities,” we
might suggest that interpreting students be required to demonstrate the following domain-specific and generic
knowledge and skills upon graduation:
Discipline-Specific Knowledge and Skills
• Bilingual language abilities
• Theoretical knowledge
• Interpreting competence
Critical, Analytical, and Integrative Thinking
• Self-analysis of skills
• Peer support
Research and Problem-Solving Capability
• Assignment preparation
• Adaptability
Effective Communication
• Linguistic ability
• Interpersonal skills
Engaged and Responsible, Active, and Ethical citizens
• Ethical behavior
• Professional integrity and solidarity
Capable of Professional and Personal Judgment and Initiative
• Ethical behavior
• Teamwork
Thus the graduates from the Macquarie University conference interpreting program are expected to have
achieved and to demonstrate the following learning outcomes:
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• self-awareness, interpersonal skills, communication and critical analysis skills, problem-solving and
creative thinking skills;
• advanced language skills for conference interpreting;
• knowledge of the range of literature on conference interpreting research and practice;
• application of theory to practice of simultaneous interpreting;
• ability to conduct self- and peer analysis and critique of interpretations;
• understanding of the role of the conference interpreter in specific contexts;
• ethical and professional conference interpreting practice;
• application of linguistic analysis in discussion of conference interpreting; and
• utilization of research skills in preparation for, and during, CI work.
The Macquarie University conference interpreting program is designed to initially enable students to
consolidate their consecutive interpreting skills by working on listening and comprehension, memory, note-taking
and production, before faculty work with them to transfer the skills to simultaneous interpreting practice.
2.3.1 Note-taking
The purpose of taking notes varies in everyday life situations. However different the purpose may be, there are
two general aims shared by all: (a) notes enable the note-taker to reproduce and store knowledge for later
consultation; and (b) notes can help the note-taker to acquire personal knowledge in a relatively distinct way
(Howe, 1975). In other words, note-taking involves not only comprehension (van Dijk &Kintsch, 1983), but also
written production (Alamargot & Chanquoy, 2001) that is similar to original composition (Piolat, Thierry, &
Kellogg, 2005). Thus note-taking has long been used to assist learning, comprehension, information retention, and
knowledge acquisition in college (Tran & Lawson, 2001; Ward & Tatsukawa, 2003). Beck, Bennet, and Wall
(2002) urged all college students to acquire this skill as they asserted that taking notes from lectures, class
discussion, and reference books encoura,ges deeper comprehension and the organization of incoming information
(Peper & Mayer, 1978; Einstein, Morris & Smith, 1985).
To successfully acquire domain-specific knowledge, students are required to have note-taking skills in
addition to other basic communicative skills such as active listening and effective reading. Note-taking is thus
considered one of the skills that reflect students’ generic competence in communication skills required for higher
education. It is a particularly important skill for conference interpreting students, particularly when engaging in
consecutive interpreting. Consecutive interpreting (CI) in conferences is largely defined as a communicative
situation in which the interpreter sits with participants in the conference room taking notes of what is being said,
and delivers an oral translation at the end of each statement, with or without the help of his notes (Keiser, 1977).
Given the important role it plays in the technique of CI (Herbert, 1952), note-taking is unanimously regarded by
interpreting studies scholars as a necessary skill for CI (Alexieva, 1993; Allioni, 1989; Bowen & Bowen, 1984;
Ficchi, 1999; Gerver et al., 1984; Gile, 1995; Gillies, 2005; Gran, 1990; Ilg & Lambert, 1996; Mikkelson, 1983;
Paneth, 1984; Rozan, 2004; Seleskovitch, 1975, 1999).
As “a unique kind of writing activity that cumulates in both the inherent difficulties of comprehending a
message and of producing a new written product” (Piolat et al., 2005, p. 306), note-taking in CI is more difficult
given that the notes produced are to be referred to immediately, thus there is an inherent time constraint in the
note-taking process. Consequently, notes only need to include a few select words or symbols aimed at converting
a given message into its basic concepts (Rozan 1956; Seleskovitch, 1999), while alluding to the structure of the
original speech (Gran, 1990). Yet, the limited words or symbols should be relevant enough to constitute the visual
representation of the interpreter’s analysis of the source speech (Gillies, 2005) and should “bring to light the
structure underlying a speech and the general semantic orientation of paragraphs and sentences” (Ilg & Lambert,
1996, p. 82). Hence, notes must be brief and simple (Seleskovitch, 1975).
CI is a complex cognitive process that requires considerable effort (Gile, 1995). It comprises the
comprehension and note-taking phase and the speech production phase. The first phase involves listening to the
source message, analysis and short-term memory operations that are carried out at the same time as the production
of written notes; and the second phase leads to the reproduction of speech in the target language through
remembering and reading of the notes produced. Since note-taking imposes significant demands on working
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memory and shared attention, “a note taker must coordinate the attention and storage demands of both
comprehension and written production” (Piolat et al., 2005). Any imbalance in the allocation of effort to these
concurrent operations can trigger cognitive overload. The effect of cognitive overload is largely manifested in loss
of information, misinterpretation, or even communication breakdown.
Since note-taking should be aimed at converting a given message into its basic concepts (Rozan, 1956), what
is noted down has to have been chunked and conceptualized, as it has a direct bearing on reformulation and reexpression of concepts or main ideas of the original speech into the target language. To produce notes effectively
and economically, one must acquire summarizing skills in general and chunking skills in particular.
Teaching CI is one step in the scaffolded learning development of interpreting students designed to develop
the skill of communicating orally between two languages, which will later be applied in the simultaneous
interpreting mode. However, to learn note-taking is time-consuming because students have to spend a lot of time
finding the most economical and effective way of abbreviating concepts and terms, both on paper and in memory
(Ilg & Lambert, 1996).
Researchers and educators (Gile, 2009; Ilg & Lambert, 1996; Pöchhacker, 2003; Rozan, 1956) have defined
and modeled guidelines to facilitate the design of training tools to develop interpreting students’ note-taking skills,
with consideration given to choice of note-taking language (Van Dam, 2004; Szabó, 2006), how to make sense of
notes (Albl-Mikasa, 2008), individual differences and memory in note-taking (Albl-Mikasa & Kohn, 2002;
Einstein et al., 1985), and assessment of source language difficulty (Liu & Chiu, 2009).
Despite the consensus over the usefulness of note-taking skills, there are views that doubt the value and
necessity of training interpreting students on note-taking (Thiéry, 1976, 1981). The different, sometimes often
conflicting, findings and views from experiments on note-taking in various language combinations have only
come up with a general consensus on the basic principle of note-taking: that techniques are individualized, and
they need to be economical and recognizable.
In an attempt to harness technology, and improve the effectiveness of note-taking skills practice in a
pedagogical context, some interpreter educators have introduced the use of digital pen technology (Orlando, 2010).
Using a digital pen means that instructors and students are able to capture and align (in real time), the notes taken
with the audio of the speech. The process of giving remedial strategies to their students is thus expedited, but
requires “colossal work” of the instructor as s/he can only focus on one individual student at a time (Orlando,
2010).
Thus a further investigation of emerging technology in relation to note-taking in the specific discipline of
interpreting studies in order to enhance learning and professional practice can also inform note-taking as part of
the general active learning process for any college student, and enhance the self-directed, cooperative learning
process. This particular study focussed on the iPad (Apple, Inc.), a tablet computer first released in 2010.

3.

The Study

The initial primary goal of the study was to test one particular app available through the iPad—AudioNote—for
the development of note-taking skills. However due to the organic nature of the project, the broader research goal
became to investigate how the iPad can be used to enhance the learning and teaching experience for interpreting
students and instuctors, and to see how students engaged in self-directed, cooperative learning, and developed
skills and competence in interpreting. Furthermore, the idea was to pilot the use of the iPad in learning and
teaching for interpreting students with a view to suggesting how the iPad could be used more broadly across the
university to promote active, self-directed learning.

3.1. A Note on AudioNote
AudioNote is an app developed by Luminant Software, Inc. and made available via the Apple App Store to
“[combine] the functionality of a notepad and voice recorder to create a powerful too,l” with the aim to
“save…time while improving the quality of notes.” The app enables the user to record audio from a speech and
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simultaneously type written notes into a notes page. At the end of the task, the audio file is then synched with
written notes and during playback of the audio, the exact corresponding text in the notes are highlighted as the
audio replays. This app was identified as a potentially beneficial resource to support interpreting students in
developing listening, comprehension, note-taking and summarizing skills, which are all important for effective
interpreting practice.

3.2. Conceptual Framework
The conceptual framework for the study was one of participatory research, an established qualitative
methodology (Cornwall & Jewkes, 1995; Minkler & Wallerstein, 2008) that is inductive and employs creative
methods for collaborative exploration (Chambers 2002). Participatory research enables positive user involvement
and empowerment, and “action research” methodology is a common approach to enabling participatory research
and for educational research (see Burns, 1999; Kember 2002). Action research is well documented as a method
for encouraging innovation and change in education (Fullan, 1991). It is a cyclical, reflective process that
responds to the context and involves sensing (identifying the problem), reading (investigating the problem
further), matching (linking the proposed solution to the problem), and acting (implementation; Scott, 1999).
Action research has been previously adopted in translation and interpreter education research (e.g., Cravo &
Neves, 2005; Hubscher-Davidson, 2008; Napier, 2005; Slatyer, 2006), and in a major project to review the
curriculum of the T&I program at Macquarie University (Napier, 2010; Napier, Dong, et al., 2009; Napier,
Slatyer, et al., 2009). Thus we felt it was appropriate to select a methodological approach that was a participatory
action research process, where all the conference interpreting students could engage in periodic cycles of
evaluation, both student and instructor led, to reflect on the effectiveness of the use of emerging technology in this
teaching context.3

3.3. Method and Analysis
The study was funded through a Macquarie University Emerging Technology Projects Grant and involved the
purchase of iPads, which were distributed to conference interpreting students and instructors with the AudioNote
application already downloaded. Each participant was given an AU$50 iTunes voucher to purchase other apps.
Specific learning and teaching activities were designed to use AudioNote and other apps, and the students were
asked to seek out and trial other apps that they identified would assist in their learning and skills development, and
to keep a log of all the apps they downloaded and their rating of each. Three instructors then met with the group of
participating students on a monthly basis, over one 13-week semester, to share the apps the students had
downloaded and discuss how they used them and how effective they were and for what purpose. Between
meetings, all students and instructors would then download and explore the recommended apps from the previous
meeting, as well as source more apps to discuss at the next meeting. As alternative apps were identified, new
classroom activities were created to use new apps, which were suggested by the instructors and the students.
Each classroom discussion was recorded using AudioNote, with one of the instructors taking notes within the
same app. The audio files were then fully transcribed for analysis. Thematic analysis was used to identify key
themes in the classroom discussions, following a six-stage process as follows:
1.
2.
3.
4.
5.
6.

Familiarization with data.
Generating initial codes.
Searching for themes among codes.
Reviewing themes.
Defining and naming themes.
Producing the final report. (Braun & Clarke, 2006)

3

For a detailed overview of the benefits of using participatory action research as an educational research methodology,
see Napier, Song, & Ye (forthcoming).
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An evaluation of the students’ level of engagement was made by referring to the cognitive domain of the
revised version of Bloom’s Taxonomy for the classification of learning objectives (Anderson et al., 2001), as
shown in Figure 1. An adapted version of the Emerging Technology Projects Evaluation Framework (see
Appendix) was also used as guide for discussions and for formal evaluation at the end of the project.

Figure 1: Bloom’s Taxonomy (Revised)

4.

Results and Discussion

As previously stated, the broader goal of this study was to examine the feasibility of using the iPad in the learning
and teaching process of interpreting students, and also to focus on one particular app: AudioNote. We present the
results in three categories: (a) the AudioNote app, (b) other apps sourced throughout the action research process,
and (c) the overall iPad experience.

4.1. AudioNote or Not?
Originally the instructors had envisaged that the use of the AudioNote app could facilitate, and enhance, the
learning experience and development of certain skills among interpreting students, including short-term and
working memory skills, note-taking skills, listening comprehension skills, and summarization skills. It was also
envisaged that AudioNote may complement the instructors' teaching experience. However, in there was a mixed
response to this app, and AudioNote was found to be useful only in some contexts.
4.1.1 AudioNote and Interpreting Skills Development
The AudioNote app features an advanced recording system that can capture sound with a high standard of quality,
and also has a user-friendly interface that is plain and easy to follow, even for first-time users. The simultaneity
feature of this app that enables recording and typing (as described in Section 3.1) means that users can review
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their recording (in this case interpreted renditions) while referring to, and cross-referencing with, basic typed
notes.
Such features have a number of benefits to the learning and teaching process with interpreting students. First,
unlike other applications, AudioNote can be used to record and play back students’ performance immediately,
which in turn facilitates a sound cyclical and reflective process of skills practice-assessment-improvement.
Through engagement in the action research process throughout our project, we identified that in class, instructors
were able to better assist students with specific skills transfer by using the immediate playback function; outside
class, this meant that students could also adopt this regular cycle of practice and evaluation, which in turn
translated into further consolidation of skills acquired. From an instructor’s perspective, having such after-class
activities enabled by the use of AudioNote was particularly significant, in that students would assess their own
performance with the intention of self-improvement, which is an important component of self-directed study.
Moreover, such recording and playback functions enhanced not only learning and skills transfer on an
individual basis, but also peer evaluation and group discussion activities. In such scenarios what students needed
was an accurate record of what was being discussed, and AudioNote provided the opportunity for dual modality
capture of all analyses of interpreting performance (through audio record and notes). These recordings and notes
could then be shared among the student group for effective cooperative and collaborative learning.
One other benefit of using AudioNote during practical interpreting skills activities is that it can run as a
background program. This means that once a recording has been activated, it is possible to use the iPad for
multitasking and access other apps on the iPad and the recording will continue. This meant that the students could
access Web browsers and dictionaries, which can be a vital part of the immediate research skills need while
interpreting. In both training and actual practice, particularly when practicing simultaneous interpreting, this
feature was found to be particularly helpful in a simulated environment where students could refer to other
sources of information as they continued with their interpreting practice and recording of their interpreted
renditions. So for the purposes of interpreting skills development, the audio function of AudioNote was
particularly beneficial, but this function could also be offered through other apps and devices.
4.1.2 AudioNote and Note-Taking
At the commencement of this project, we envisaged that piloting AudioNote with interpreting students would
allow us to evaluate the merits of using iPads generally across the university to enhance general study skills for
any student, as many of the generic skills being encouraged in the interpreting students for their interpreting
practice, that is, listening skills, comprehension, summarizing, and particularly note-taking, would also be
beneficial to college students. Another side benefit of using AudioNote and iPads would be the potential to reduce
the amount of paper used to print handouts, creating a more sustainable educational environment.
However, after regular use throughout the semester, the CI students voiced quite contrary opinions with
respect to the usability and feasibility of AudioNote for note-taking purposes. Issues that were raised regarding
AudioNote included difficulty of typing, page turning, and retrieval of notes. On the general usability of the
application, some students commented:
I would rather use a pen and paper since they save you heaps of time.
[There were] feasibility issues with note-taking and usability issues with the app design.
After the first meeting when students commented that they were not comfortable with typing notes while
simultaneously interpreting, it was pointed out that AudioNote also has a handwriting function, where you can use
your finger or a stylus pen to write notes. Nevertheless, they still found it difficult, as revealed in the comments
below:
I found it a good application for recording, but it is not particularly useful for note-taking […]
because you have to type, instead of writing. Also for note-taking, most of us take notes in two
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different languages and occasionally in more languages, and this is a… particular…exclusion…
And we also take notes in short forms, and we also write two words… and the autographic features
of iPad make it very difficult.
I encountered the same [problem] as [student name] did. Because of the note-taking… I usually
draw something, draw some symbol, and I don’t know how to do that. And I have downloaded some
application that we can actually do something, draw something and use that as a note-taking
application.
Sometimes we tend to take our notes in Chinese characters; it is much more difficult to use
AudioNote to write down Chinese characters.
One of the instructors felt differently:
I found that using finger is a lot better than pen, because I only take note of numbers and names […
] It facilitated my interpreting, particularly on numbers, so that proved to be rather helpful.
These comments illustrate that the major areas of concern among students were the speed, efficiency, and
flexibility of using an iPad and AudioNote in place of traditional pen and paper for note-taking while interpreting.
Bearing this in mind, as part of the scheduled teaching activities the instructors adapted the following (mainly
consecutive) interpreting tasks, with an aim to further test the feasibility of using AudioNote for note-taking
purposes. Students were given three interpreting tasks. Task A = segments of less than 1 minute; Task B =
passages between 1 and 3 minutes long; and Task C = speeches running between 3 and 10 minutes. As mentioned
previously in Section 2.3.1, note-taking is a cognitively demanding process that involves working memory,
splitting of attention, writing notes, and the multiple coordination of those efforts (Gile, 1995, 2009). Therefore it
is generally believed that the longer the passage and the more complex the genre, the more difficult it is for
interpreters to take notes and interpret, as the cognitive efforts involved in each of the tasks inevitably aggregate.
From observing students’ performances in the above tasks while using an iPad for note-taking, the instructors
found that students found Task A relatively easy to handle, largely thanks to the interpreting skills they had
already acquired. However, they found Tasks B and C quite challenging, primarily due to the cognitive efforts as
mentioned above. From a skill acquisition perspective, the instructors considered these activities, used in
combination with an iPad and an app like AudioNote, as being an effective approach for students to learn the
specific skill of summarization, that is, giving time-constrained tasks forced students to focus on the meaning of a
incoming message rather than the specific wording, and hence use their memory (and their note-taking to assist) in
a more selective and skilful way. This observation was corroborated by one student when rating the application:
For short or simple materials, the handwriting function [in AudioNote] can be used to assist the
interpreting process, but it is not that useful when it comes to longer and more difficult materials.
This view was also shared by the instructors, who, after evaluating the students’ interpreting performance,
concluded that it was most effective (from a skills transfer perspective) to use AudioNote for note-taking purposes
to assist in interpreting passages that ran between 1 and 3 minutes. In sum, it was found that the use of AudioNote
had limited benefit in note-taking for interpreting, and, contrary to expectation, was not as useful as initially
envisaged for note-taking purposes; but it was useful to assist in general study.
Just one thing about the AudioNote, I find it a bit difficult for me to take notes, but I think it is
useful for me like in other ways as after I review the recording by myself, I can take some notes
about the recording. Because I am doing some research on summarization so in the process that I
was listening to my recording, I can jot some notes about ideas, or sometimes tutors in class would
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like to mention some equivalents, or some English or Chinese expressions, so we can just note it
down. I think that is very helpful for me from AudioNote.
One of the unexpected outcomes of the study was the overall perception of the benefit of using the iPad in
interpreter education, as a consequence of all the other apps discovered.

4.2. App, App, and Away
By the nature of the research design and the regular meetings between students and instructors to discuss apps that
were located, the participants engaged in a collaborative process of identifying suitable apps that would benefit
interpreting students and instructors in their learning and teaching experience.
Of the numerous apps available through the Apple Store, approximately 40 were selected as being relevant to
the students’ study in general. Apps typically fell into one of three categories: (a) general study skills, (b)
language enhancement, and (b) interpreting skills, with some of the apps allocated to more than one category.
Table 1 gives a breakdown of the number of apps in each category, and Table 2 provides examples of some of the
apps identified, how they were categorized, and a summary evaluation of the app.
Table 1: Number of applications by category
App Category (Code)

Number of Apps
Identified

General study (a)

25

Language enhancement (b)

18

Interpreting (c)

18

Table 2: Examples of apps downloaded
App

App Store
Category

Coding

Comments

Penultimate

Productivity

a, c

A good note-taking application for those who are
comfortable with finger writing.

News Pro (and other
similar)

News

a, b

A highly relevant app for general knowledge and
language enhancement.

Longman dictionary (and
other similar dictionaries)

Reference

a, b, c

A good reference tool covering the three areas under
investigation.

Dropbox

Productivity

a, c

A very handy tool for online file sharing that benefits
both general study and interpreting practice, and
accessing files when at real interpreting assignments.

IMDB

Entertainment

a, b

A good reference to cultural related issues and
contextual knowledge.
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Good Reader

Productivity

a, c

Highly recommended, compatible with various
formats, quite a handy tool especially for everyday
interpreting practice and study activities.

Instapaper

News

a, c

A good tool that can save online news contents for
offline use.

British Accent (and other
similar pronunciation tools)

Education

b, c

A useful tool for language enhancement.

You Dao Dictionary

Reference

a, b, c

A quite handy two-way dictionary plus some
translation and encyclopedic functions, good for
immediate reference while interpreting.

ABC iView

Entertainment

a, b,

A highly relevant app for current affairs, language
enhancement, and particularly extra linguistic
knowledge.

Chemistry Formulas (and
other similar tools)

Education

a, b, c

A good tool for interpreting on highly technical
subjects, its functions resembles partly that of You
Dao Dictionary.

Sydney Morning Herald,
The Australian (and other
similar newspaper apps)

News

b, c

A good source of local, national as well as global
news. Mainly for language enhancement and cultural
understanding, etc.

Wangyi Public Lecture

Education

a, b, c

A good database covering many areas; lectures in
English with Chinese subtitles, good for language
enhancement, general/specialized knowledge, and
interpreting practice.

Daedalus Touch

Productivity

a, c

Similar to Dropbox, and can synchronize with
Dropbox, plus an email function.

Wordbook XL

Reference

a, b, c

Another useful reference tool with audio and
lexicological functions, great for general users,
language learners, and interpreters at training.

Flip Board

News

a, b,

A quick reference tool with customization function
that is helpful in general study and English language
enhancement.

Filemaker

Business

a

An outstanding data/project management tool that
benefits both general and specialized users. Highly
recommended.

Bento

Productivity

a

Like Filemaker, a highly inclusive but much more
economical app that helps categorize data for users.
Great research and data management tool.

Micro English

Education

a, b

A good tool for language enhancement, and possibly
for general knowledge.

To do

Productivity

a

A convenient managment tool for everyday tasks or
files, like Bento.

My Envrionment

Reference

a, b,

A good reference tool for contextual knowledge.
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Dragon Dictation

Business

a, b

A good practice tool for both general study purposes
and language enhancement, and possibly interpreting
study as it helps improve short term memory.

Memo ++

Games: Arcade

b, c

An app that trains one’s memory via games, and
possibly facilitates one’s language enhancement.

Better Brain

Health &
Fitness

a, c

An app to exercise one’s memory, esp. STM, which
could be potentially conducive to interpreting study.

Once the students had coded the apps, it emerged that the students predominantly used apps to help them
improve their general study skills. This implies that using iPads would add value to any college student for the
purposes of developing generic skills. Nevertheless, it is evident from this study that the interpreting students
particularly benefited from apps that could complement the development of their language competence and skills
required for interpreting (such as memory). Thus, using the iPad enhanced development of their generic and
domain-specific skills, as illustrated by the following student quotes:
I have downloaded another application called… the title is Interpreter’s Wizard. It helps us to build
up our glossaries.
You Dao Dictionary, you can not only look up the words; you can also use the functions of the
encyclopedia, and you can translate the text as well.
I downloaded an application called Shakespeare. This is a free application with all of the complete
works by Shakespeare, all the plays, 41 plays, 154 sonnets and 6 poems... So if you are a fan of
Shakespeare, it is a good choice. Even [if] you are not, I think it is a good tool for learning.
…there is another one called Wisdom Quotes. It is about inspiring quotes from celebrities, or
famous people all over the world such as Einstein, Aristotle… yeah, I think we are supposed to get
ourselves more familiar with those quotes, especially by those celebrities all over the world,
because it is very common and very possible that we would encounter this kind of sayings… and
you can do keywords search on this application. It also provides images and links to the author’s
profile in Wikipedia. It is very handy.
I found this one, which is from a Chinese company. Its Chinese name is Wei Yingyu, and we can
translate it literally as Micro English. It is very powerful, very interesting and very helpful. There
are mainly three sections: words, sentences, and articles. In terms of words, you can get news
words every day…with the latest, the most popular, most fashionable words. And for the sentence,
the sentences section, which has a variation of Chinese texts and English texts… so if you scroll the
Chinese text down, and then the English text will scroll down just automatically… yeah, it is very
convenient… all kinds of… there are political, business articles, and economic [texts]… And also it
is connected to the Chinese twitter so it is so easy to share with your friends if you come across
anything.
I downloaded two applications; they are both fairy tales and released by one company, called
Noisy Crow. It’s very interesting that when you open the applications, and they tell you just stories
when you are ready, and you can choose to use different accents, i.e. what do you prefer: do you
prefer British accent or do you prefer American accent various kinds of accents. And you can press
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any buttons or any figures, and they are all animation figures, and I think it is quite helpful if some
students want to practice fairy tale interpreting… so probably it is useful for beginners…
particularly in the 1st semester… some students whose EVS [Ear-Voice-Span, timelag] are too long
and they can practice these fairy tales.
Through the action research process, the instructors and students designed learning activities that utilized the
apps in the classroom, which included the following:
• Instant research – glossaries, definitions, factual information
• Shadowing exercises
• Summarizing exercises
• Note-taking exercises
• Listening and comprehension exercises
• Memory exercises
• Interpreting practice
• Quizzes
For example, in one activity, students were instructed to take notes from speeches of various lengths, ranging
from 3 minutes, up to 10 minutes, using AudioNote. Due to the constraints imposed by the app, which did not
allow them to freely leverage their note-taking system with pen and paper, they had to rely on their memory more.
With longer speeches (running 8–10 minutes), the students had to pay more attention to the key messages, the
intention of the speakers and the structure of the speeches. In so doing, they were unconsciously persuaded into
applying strategies such as chunking and summarization.
Thus it was found that using the iPad collaboratively could directly contribute to learning and teaching
activities, and enhance the classroom experience. To refer back to Taylor’s (2012) directive, we found that the
students embraced the iPad technology, used the iPad innovatively to engage in the learning process, and worked
collaboratively together to guide and be accountable for their own learning.

4.3. To iPad or Not to iPad?
In assessing the students’ level of engagement with the iPad in relation to Bloom’s Revised Taxonomy (Anderson
et al., 2001), it can be seen that the students engaged with the iPad at all levels of learning behaviors (see Figure 1
above). They used various apps to assist with their memory (remember), their comprehension (understand), they
applied their knowledge gleaned from using the apps in their interpreting tasks and also applied use of the apps in
actual practice (apply); they analyzed and evaluated their generic and domain-specific skills using apps (analyze,
evaluate), and they were directly involved in creating activities using the apps (create). Our study only scratched
the surface in terms of apps that could be utilized on the iPad, so we recommend readers to a Web site built by
Kathy Schrock (www.schrockguide.net/bloomin-apps.html), which outlines different apps that can be used to
support students in developing generic skills and the different learning behaviors outlined in Bloom’s Revised
Taxonomy. Figure 2 below, a screen-grab from the Web site, provides an example.
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Figure 2: Screen-grab of Bloomin Apps

In conducting an overall evaluation of use of the iPad using the Emerging Technology Evaluation Framework,
it was generally perceived by all participants that the iPad could be used as a tool to augment the learning and
teaching experience for all college students. A summary of the evaluation of the iPad in terms of application of
emerging technology features can be seen in Table 3.
Table 3: Overall evaluation of the iPad
Highly Satisfied
Satisfied
Unsatisfied
Access

X

Ease-of- use

X

Reliability

X

Speed & connectivity
Screen layout

Highly
Unsatisfied

X
X

The major reason for slightly less satisfaction in relation to speed and connectivity is that students were
provided with iPads that were only WiFi enabled (i.e., did not have 3G sim cards), so they could only access the
Internet when on the university campus or at home. Apart from that, from the students’ perspective, the iPad was
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deemed as a very useful and helpful study tool, acting as a platform for searching, retrieving, compiling, and
transferring information:
Having an iPad is very useful, so we can click on the link, and listen to the videos from the class or
something else, or do some research.
It (iPad) is very useful for our study and general language enhancement… and at present this is the
most effective method.
The instructors agreed that there were tangible benefits to using the iPad in classroom, as noted by the course
coordinator:
I believe that just the fact that each of us has an iPad in our possession is very helpful throughout
the whole semester, because I found it very easy. Apart from saving a few trees and I think
probably it is easier for you to use the links that I gave to you, particularly in this environment, or
on campus as a whole, because it is quite easy for you to have access to all the links.
However, it did take some students a while to get used to the iPad:
I think it can be very useful but that is something we have to train ourselves first to fully utilize the
effectiveness, and… I think that defeats the purpose of having an iPad to help us in the first place.”
“It took a while before students who had never used an iPad to familiarize themselves with the UI
(user interface) and OS (operating system).
And others recommended that although it was useful and beneficial, it was not enough on its own:
Overall, the iPad provides an enjoyable study experience to the students. The app store is full of
useful software; the built-in YouTube is a blessing. However, I do not suggest to completely rely on
the iPad for educational purposes… The iPad may save some paper money, however, [sometimes] I
found it more convenient to use the traditional note-taking method.
From the above comments it can be concluded that despite the overall positive user experience among
students, some effort is needed to help students maximize the benefit of using an iPad in their everyday study.

5.

Conclusion and Recommendations

In our study, we implemented a participatory action research process to introduce an innovative use of emerging
technology into the interpreting classroom, and the students were able to engage in self-directed and collaborative
learning—a form of ‘student-centered e-learning’ (Motschnig-Pitrik & Holzinger, 2002). This educationalresearch approach enabled us to utilize “pedagogy for today’s learners” as outlined by Mark Taylor in this issue of
IJIE to:
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•
•
•
•
•
•
•

improve student’s future orientation;
identify class goals/link to student goals;
improve student understanding of class expectations;
move the content learning out of class;
create the necessity of preparing for, and attending, class;
increase classroom activity and engagement; and
improve assessments and accountability.

The findings reveal that the iPad, the AudioNote app, and many other apps are significant learning tools that
enhance the development of both generic and domain-specific skills for Conference Interpreting students and
instructors. We believe that the iPad could be used in a similar fashion for interpreting students of any language
combination, in spoken and signed language interpreter education programs; and also for any college student to
develop their generic and domain-specific skills.

5.1. Recommendations
The outcomes of this project have led us to make several recommendations in relation to educational research and
the introduction of iPads in interpreting classrooms.
5.1.1 Educational Research
In the original project plan, the instructors and students were to engage in the action research process for the full
academic year (i.e., two semesters). However, due to delays in securing the grant funds and purchasing the iPads,
we were only able to collaborate with the students over one semester, which was actually the second semester of
study in the Conference Interpreting program. Therefore we believe that the students’ reluctance to use the
AudioNote for note-taking was partly due to the fact that, skills wise, the students had already established their
own note-taking system in the first semester of study. Due to the cognitive load associated with note-taking in
consecutive interpreting (see Section 2.3.1), it is not surprising that students would be resistant to trying a new
system when they were already halfway through their program. We recommend that future action research studies
on innovative utilization of technology take place over at least 1 academic year in order to comprehensively test
and evaluate the technology in question. Likewise, we suggest that such a research study occur in tandem with the
commencement of a college program, so that students can engage in the action research cycle as soon as they
begin their studies.
5.1.2 Introduction of iPads
The introduction of iPads into interpreter education programs should be carefully planned. Feedback from
students in our study revealed that some of them needed time to familiarize themselves with the iPad interface and
features. For this reason, where possible, crash courses or workshops should be organized for students and
instructors together, where everybody can learn how to use the iPad in a more systematic way to boost the
efficiency and effectiveness of using the technology to enhance their learning experience.
Furthermore, interpreter educators can use the collaborative process outlined in this article to similarly engage
students in self-directed learning in order to identify how to best utilize the iPad for generic and domain-specific
study purposes, and to locate suitable apps to be used. In fact, we suggest that educators develop a suite of
appropriate apps that cater to the learning and teaching needs of interpreting students in line with the curriculum
in question, and recommend these to students at the beginning of their college study, so that the iPad’s benefits
can be maximized in relation to general study skills, language development, and interpreting skills development.
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Appendix

Evaluation of Emerging Technology Project
Master of Conference Interpreting students & iPads

Software Capability Analysis
To be completed after the trial
1. Rate your overall satisfaction with the iPad and related applications - Highly satisfactory to highly unsatisfactory. Please
add comment where appropriate
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H Sat

Sat

Unsat

HUnsat

Comments

Access
Ease-of- use
Reliability
Speed & connectivity
Screen layout
2. Which features of the iPad and applications did you use – rate your level of satisfaction and provide explanatory
comments where appropriate (Highly satisfactory – highly unsatisfactory)

H Sat

Sat

Unsat

H Unsat

Comment

AudioNote
Other applications
Email
YouTube
Notes
File sharing
iTunes
Other

3. What difficulties or challenges did you or your students face? How did you resolve these?

4. If used for assessment, please note any issues or difficulties you encountered. How did you resolve these?

Effectiveness in meeting needs
5. Overall was the iPad effective in being able to support the teaching and learning activities you identified?

6. Were there things the iPad couldn’t do?

7. Do you have any teaching/studying tips and /or advice you would like to pass on?
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Environmental Impact Analysis
To be completed after the trial
Support and training
1. Please list any particular teaching, learning or technical skills required to use the iPad effectively.

2. Were there any issues that arose in relation to quality assurance and compliance with regulatory frameworks? Comment as
necessary.

o

3.

o

students with disabilities

o

information management

o

confidentiality

o

Intellectual property

o

copyright etc.

o

quality assurance

o

privacy and confidentiality
other

Rate your level of satisfaction with the training and support provided.

H Sat

Sat

Unsat

H Unsat

Comments

Staff Training /
documentation
Student Training /
documentation
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Support for staff
Support for students

4. After the initial set-up period, how would you rate the ongoing workload implications associated with the normal teaching
and learning processes: (highly manageable to highly unmanageable)

HMan

Man

Unman

HUman

Comments

Organising & setting up
sessions
Preparing materials
Running the sessions
Post session tasks
Supporting students
Other

5. Were there financial costs associated with using the software for teachers and/or students? Please identify these and
comment on whether you consider them sustainable

6. What were the risks associated with using the iPad and related applications and how did you manage those risks?

7. Overall, satisfaction with and sustainability of the iPad and related applications:
•

Would you use the software again for similar purposes?

•

Are there more effective and efficient ways of undertaking the activities, etc., and achieving the same outcomes?
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8.

What other uses can you see for the software in all areas of your study/teaching?

9. Would you recommend the software to your colleagues/fellow students - and what conditions would you place on its use?

10. If this type of software was not available to you and your colleagues in the future, what do you see as the possible
implications?

11. Are there other issues or comments you would like to make about the software?
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Leadership: Perspectives
From Deaf Leaders and
Interpreter Leaders

Marty M. Taylor1
Interpreting Consolidated

Abstract
This article examines leadership from the perspectives of 50 deaf leaders and interpreter leaders from Canada and the
United States. This qualitative research study contributes to knowledge about what leaders value and what are
important leadership practices to each group of leaders. Data were collected through individual interviews using
semistructured open-ended questions. Twenty most frequent themes were identified in the interview data. The values of
respect and communication were strongly related among and within the two groups. When participants were asked
about the differences and similarities between deaf leaders and interpreter leaders, five themes were identified:
importance of relationships, importance for all to understand, valuing all input, the knowledge of how systems work,
and the speed of decision making. Implications for interpreter education and for practitioners as it applies to leadership
are discussed. Recommendations for further research are offered.

Key Words: American Sign Language, Deaf, leadership, interpreters, leaders, ASL-English, sign language
interpreter, sign language
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Leadership: Perspectives
From Deaf Leaders and
Interpreter Leaders

1. Introduction
Leadership is deliberate and conscious. It includes civility, fairness, self-control, emotional intelligence, and social
intelligence. In interpreting, leadership is a fundamental practice, including: (a) leading oneself, (b) leading
individuals, (b) leading groups, and (4) leading organizations, communities, and societies. Interpreters at the most
basic level must lead themselves. Often they need to lead others, such as clients who have no experience working
with interpreters. Whether one is a student in an interpreter education program or already working as a
practitioner, leadership is of great importance to one’s career as an interpreter.
Expectations for interpreters continue to rise as more interpreters work with deaf professionals such as
politicians, doctors, lawyers, authors, and engineers. Interpreters often work in teams or as escort or designated
interpreters with these professionals. Leadership and the behaviors associated with leadership are crucial for
creating a successful context in which to work with deaf professionals. Interpreters also take on leadership roles
within the profession as supervisors of other interpreters and as mentors to interpreters, and they are involved in
professional associations on the executive board and on committees.
In the deaf community, the need for leadership education was identified as early as the 1960s. For example,
the federally funded National Leadership Program was established in 1961 at California State University,
Northridge, to educate individuals who worked with the deaf community and to provide training for potential
leaders within the deaf community. The need for leadership education for interpreters was not as clearly
identified, although awareness of its importance might have been reflected in the consistent acknowledgement,
beginning in the 1960s and 1970s (Ball, 2013), of the need for higher degrees in interpreter education.
Formal education for interpreters began in the United States in 1948 (Ball, 2013) but the topic of leadership
has yet to evolve as a key curricular component in interpreter education. Within the curriculum of interpreter
education programs, there is little direct attention given to the topic of leadership or the behaviors associated with
effective leaders. Leadership is tangentially covered within ASL-English interpreter education curriculum, if at
all. One exception, however, is the Certificate in Leadership and Supervision offered through the Distance
Opportunities for Interpreter Training at the University of Northern Colorado. This program for nationally
certified sign language interpreters consists of four courses (12 credit hours): Leadership in Interpreting,
Conducting Diagnostic Assessments, Supervision of Interpreting Systems, and Ethics in Leadership
(http://www.unco.edu/doit/prospective/lscp.html).
Effective leadership is highly correlated to behaviors that include civility (e.g., Sergiovanni, 2005), fairness
(e.g., van Knippenberg & de Cremer, 2008), and social and emotional intelligence (e.g., Mandell & Pherwani
2003). Considerable research has been done on leaders ranging from student leaders (e.g., Kezar & Moriarty,
2000) to corporate leaders. In contrast, there is a small amount of research related to deaf leaders and to ASLEnglish interpreter leaders. The research that has been done related to these two communities generally falls into
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one of three categories: (a) identification of leadership traits or characteristics, (b) identification of what leaders
do, that is, the practices of successful leaders, and (c) identification of what leaders value. The literature review
that follows highlights research conducted with leaders who are deaf and with leaders who are not deaf.

1.1. Literature Review
Ashton (2012) examined leadership within deaf and hearing cultures by comparing small sample groups of deaf
leaders, hearing leaders with no deaf family members, and hearing leaders with deaf family members. Two
instruments were used to compare the groups in this study, the Myers-Briggs Type Indicator (MBTI) and the
Fundamental Interpersonal Relations Orientation-Behavior. No dominant personality types or interpersonal styles
were found in the groups. Singleton (1995), who also used the MBTI in an earlier study of deaf female
educational administrators, found the same results. Using the Leadership Effectiveness Adaptability Descriptor
(LEAD), Singleton found the women leaders had a high relationship style; however, there was no correlation
between results of the two instruments (MBTI and LEAD).
In 1997, Balk studied deaf and hearing educational leaders at schools for the deaf using Kouzes and Posner’s
Leadership Practices Inventory, and found no differences between deaf superintendents and hearing
superintendents. The deaf superintendents rated highly in three of the five leadership practices: challenging the
process (solution seeking), inspiring a shared vision (collegiality), and modeling the way (example setting). The
deaf superintendents rated moderately in the other two leadership practices: enabling others to act (selfdetermination) and encouraging the heart (caring).
Baynton (2005) compared deaf leaders at Gallaudet University, a university for deaf students in Washington
D.C., with hearing leaders at a college in Texas. The student leaders in both groups preferred situational
leadership approaches because of their multiple roles, and they identified their most important leadership traits as
effective communication skills and professional integrity. Slife (2007) also compared groups of deaf students and
hearing students at postsecondary institutions using the social change model of leadership development. The study
showed a few differences between the groups in the areas of congruence, commitment, and controversy with
civility. Kamm-Larew and Lamkin (2008) surveyed program leaders in the deaf community and found that deaf
leaders most often highlighted the importance of empowerment, role modeling, self-advocacy, and decisionmaking skills.
T. B. Smith (1996) studied the deaf community using an ethnographic approach and described two types of
leaders: grassroots and professionals. Grassroots leaders were commonly monolingual American Sign Language
(ASL) users with a large network of deaf people. Professional leaders were often bilingual and bicultural,
allowing them to move between deaf and hearing communities while supporting deaf cultural values and beliefs.
J. L. Smith (2005) used a case study of a deaf community to examine the characteristics of deaf leaders from deaf
families. These deaf leaders were fluent in ASL and followed the transformational leadership model in working
with the deaf community. Similar to the deaf leaders in Balk’s (1997) study, the deaf leaders in J. L. Smith’s study
were caring people who wanted to meet the needs of the deaf community in which they were leaders.
Ashton (2012), in a study of leaders in an organization of deaf ASL teachers, identified the complexities of the
cross-cultural interaction of personal traits and work styles. Seiberlich (2006) examined the challenges of
leadership within professional organizations of ASL-English interpreters, finding that even when association
leaders acknowledged the need for leadership training, formal ongoing training opportunities were rarely available
to new association leaders.
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2.

Method

The research related to deaf leaders and hearing leaders cited above used a wide variety of methodological
approaches such as ethnographies, case studies, and standard measurements of personal type and interpersonal
styles. For this study, I used a qualitative approach to examine what leadership characteristics deaf leaders and
interpreter leaders value and what they view as important leadership practices. I collected detailed and rich data
from participants using semistructured open-ended interview questions. The overarching research question for this
study was “What are deaf leaders’ and hearing interpreter leaders’ perspectives on leadership?”

2.1. Participants
This study was conducted in 2006 and expanded in 2012. In 2006, eight Canadian individuals were interviewed
(four deaf leaders and four interpreter leaders). In 2012, 42 more individuals were interviewed in Canada and the
United States.
A total of 50 deaf leaders and interpreter leaders participated in this study, 24 from Canada and 26 from the
United States. Thirty-one (31) were female and 19 were male. Among the 24 deaf leaders there were eight women
and 16 men; among the 26 interpreter leaders there were 23 women and 3 men.
Each participant included in this research had a minimum of 5 years of formal leadership experience. The
range of formal leadership experience ranged from 5 years to 45 years (mean = 18 years). Leadership experiences
ranged from heads of programs for deaf people and/or interpreters to executive board positions in regional,
national and/or international interpreter organizations or deaf organizations. The number of communities in which
they were involved ranged from one community to seven communities (mean = two communities). If participants
were involved in a regional organization and an international organization, this was counted as involvement in two
communities. If they were involved in two different regional communities, a national community, and two
international communities, this was counted as five.
The hearing interpreter leaders were also nationally certified in Canada, the United States, or both. Deaf
leaders who were also interpreters were included in the deaf leader group, not the interpreter leader group. The
participants were not paid or otherwise compensated for their time.

2.2. Interviews
The participants in the study were informed that they would be involved in an interview on leadership and to
allow up to 60 minutes for the interview. They were not told the questions in advance. At the beginning of the
interview, participants were told that all of their responses were confidential and that only recurring themes across
participants would be reported; specific identifying information about the participants or their responses would not
be reported.
A total of 50 people were interviewed. The interviews in 2006 were all conducted with Canadian individuals.
The interviews in 2012 included additional Canadian participants and added participants from the United States.
Each interview was conducted on an individual basis.
The researcher conducted all of the interviews in person at a location selected by the participant, on the
telephone, or through video technology. The researcher, an interpreter educator and interpreter for over 30 years,
is fluent in ASL and in English. She interviewed all of the participants using the language of their choice. After
the researcher described the project and the interviewing procedures, each participant was asked four identical
questions in the exact same sequence to heighten the level of reliability across the interview results. The structured
narrative interviews with four open-ended interview questions were:
1. What characteristics do you value in a leader?
2. What do others value in you as a leader?
3. Describe one of your best leadership experiences.
4. What difference and/or similarities do you see among deaf leaders and hearing interpreter leaders?
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The researcher asked additional questions when clarification was needed or to probe deeper into the
participants’ responses. The researcher took thorough notes during each of the interviews to immediately
document the participant’s responses to each question. These notes were then used to analyze the data. The
researcher decided not to video record the interviews in favor of having a more comfortable, relaxed setting to
gather the most authentic responses possible. Each interview lasted between 30 and 75 minutes.

2.3. Data Analysis
The interview data were analyzed using a three-step approach. First, answers were coded according to the number
of recurring themes that emerged across all 50 responses for each question. That is, the responses to the first
question were coded separately from the responses to the second question, the third question, and the fourth
question. Second, the common themes for each question were categorized and quantified within and across the
deaf leaders and within and across the interpreter leaders. Third, if a similar response occurred at least five times,
it was considered a theme.
The researcher reviewed the coded themes, extracting 71 recurring themes specific to leadership. The resulting
themes with the highest frequency were reviewed. The results reported in this article address the responses to
Questions 1, 2 and 4. Responses related to Question 3 were not included, but will be reported separately in a
different article. The results are provided in the following section, followed by discussion and implications.

3.

Results

After analyzing the data from the 50 interviews, 20 themes were identified and are presented below in Tables 1
through 5. Themes and the frequency of the themes related to the first two questions begin with the four most
frequent responses from deaf leaders, followed by the four most frequent responses from interpreter leaders for
each question. The frequency of responses to the third question showed the overlap of four themes for both groups
of leaders.
Question: What characteristics do you value in a leader?
Table 1: Leader characteristics valued by deaf leaders
Common Themes

Number of deaf
leaders reporting

Percentage of deaf
leaders reporting

Respectful

24

100%

Honest

20

83%

Supportive

17

71%

Bilingual, bicultural

14

58%
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Table 2: Leader characteristics valued by hearing interpreter leaders
Common Themes

Number of
interpreter leaders
reporting

Percentage of
interpreter leaders
reporting

Respectful

21

81%

Communication

17

65%

Open-minded

13

50%

Innovative

12

46%

Question: What do others value in you as a leader?
Table 3: Leader characteristics in the deaf leaders interviewed valued by others
Common Themes
Involved in the
community

Number of deaf
leaders reporting

Percentage of deaf
leaders reporting

22

92%

Good listener

16

67%

Responsible

15

63%

Fair

12

50%

Table 4: Leader characteristics valued in interpreter leaders interviewed valued by others
Common Themes

Number of
interpreter leaders
reporting

Percentage of
interpreter leaders
reporting

Integrity

24

92%

Effective communicator

21

81%

Reflective thinker

14

54%

Admits mistakes

9

35%

Question: What differences and/or similarities do you see between deaf leaders and interpreter leaders?
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Table 5: Leaders perceptions on differences and similarities between deaf and hearing leaders
Common Themes

4.

Number of deaf
leaders reporting and
percentage

Number of interpreter
leaders reporting and
percentage

Relationship is
important (similarity)

18 = 75%

15 = 58%

Make sure
everyone understands
(difference)

21 = 88%

7 = 30%

All input is valued
(difference)

18 = 75%

4 = 15%

Speed of decision
making (difference)

14 = 58%

11 = 42%

Knowledge of
how systems work
(difference)

10 = 42%

16 = 62%

Discussion

In responding to the question “What characteristics do you value in a leader?” deaf leaders in the study most
frequently mentioned that they valued respect (24 participants), honesty (20 participants), supportiveness (17
participants), and being bilingual/bicultural (14 participants). Of particular note was that all 24 of the deaf leaders
mentioned respect as a valued leadership characteristic. Interpreter leaders in the study most frequently mentioned
that they valued respect (21 participants), being communicative (17 participants), being open minded (13
participants) and being innovative (12 participants).
The highest number of responses from the deaf leaders and interpreter leaders were related to respect and
communication. Respect was mentioned the most frequently as a valued leadership characteristic b both groups of
leaders—100% of the deaf leaders and 81% of the interpreter leaders. The next highest number of responses
within the two groups of leaders was communication, with more than half of the deaf leaders (58%) stating that
bilingualism and biculturalism were highly valued and with 65% of the interpreter leaders stating that
communication was highly valued. The next two most frequent responses from deaf leaders and hearing leaders
had no direct relationship. Deaf leaders valued honesty (83%) and supportiveness (71%), while the interpreter
leaders reported open-mindedness (50%) and being innovative (46%).
In answering the question “What do others value in you as a leader?” deaf leaders reported being involved in
the community (92%), being a good listener (67%), being responsible, (63%), and being fair (50%). Interpreter
leaders reported having integrity (92%), being an effective communicator (81%), being a reflective thinker (54%),
and the ability to admit mistakes (35%). There was no common value reported by the two groups. However, there
was less variability in the range 92% to 50% in the four most frequent reports from the deaf leaders, than the
interpreter leaders whose range was 92% to 35%, indicating there was slightly more commonality among the deaf
leaders interviewed than among the interpreter leaders interviewed. The highest frequency in both groups with the
deaf leaders reporting being involved in the community and the interpreter leaders reporting having integrity had
the same high level of frequency of responses at 92%. There was, however, a high degree of commonality in the
importance given to the highest frequency value in their respective groups. The interpreter leaders (81%) valued
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an effective communicator, which was similar to their responses when 65% answered the previous question,
“What do you value in a leader?” Although 65% of the deaf leaders valued communication in other leaders, they
did not mention it again in relation to what others value in them.
In Table 5 a comparison of response frequency to the question “What differences and/or similarities do you
see among deaf leaders and interpreter leaders?” shows what each group identified as differences or similarities.
When these similarities and differences were reported, there was 100% agreement within and across the two
groups of leaders as to whether the response was a similarity or a difference; they all categorized their responses
the same.
Five themes were identified across both groups of leaders. Both groups noted four out of the five themes as
differences, with only one theme noted by both groups as a similarity between deaf leaders and interpreter leaders.
“Making sure everyone understands” was mentioned by 21 (88%) of the deaf leaders and by only 7 (30%) of the
interpreter leaders, indicating the importance of this difference from the deaf leaders’ perspective. A
representative statement from one of the deaf leaders was “A real leader is concerned with clarity of
communication and has patience with people who may not understand the information immediately. This value is
not reflected among many interpreter leaders.” Similarly, 18 (75%) deaf leaders reported that “all input was
valued,” whereas only four (15%) of the interpreter leaders mentioned this as a difference between deaf leaders
and interpreter leaders, again indicating that the deaf leaders did not see this value demonstrated among interpreter
leaders. The interpreter leaders, with some exceptions, did not note this as a important difference between the two
groups, indicating a possible lack of awareness.
The two groups were most closely related on two themes: “relationship is important”—18 (75%) deaf leaders
and 15 (58%) interpreter leaders reported this value—and “the speed of decision making is different”—14 (58%)
deaf leaders and 11 (42%) interpreter leaders expressed this sentiment. Kamm-Larew and Lamkin (2008) also
found that decision-making skills were important to deaf leaders.
For only one of the five themes did a higher number of interpreter leaders report a theme than did the deaf
leaders: “knowledge of how systems work.” Sixteen (62%) interpreter leaders and only 10 (42%) of the deaf
leaders reported this theme. This may indicate either that knowledge of how systems work was not perceived as
important to deaf leaders as it was to interpreter leaders, or perhaps deaf leaders were unaware of this difference.
A representative statement from one of the interpreter leaders was “Hearing leaders have more access to resources
and assistance than deaf leaders.” This comment was likely made because deaf leaders have generally not had the
same level of access to communication as interpreter leaders.

4.1. Limitations of the Study
As is often cited in the literature (e.g., Creswell, 2007), one of the drawbacks of conducting qualitative research
using interviews is coding the data. To compound the situation, the interview questions in this study were openended. Although all of the questions allowed for a tremendous amount of depth and substance to the responses,
with the high number of 50 participants, and using semistructured questions, albeit open-ended, the coding was
much easier than when using a smaller sample size (e.g., Gall, Gall, & Borg 2003). With a large sample size of 50,
the common themes were much easier to identify and aggregate.
Another limitation of the study was that the interviews were not recorded and therefore the interviews were not
available to review and transcribe verbatim. The results depended on the accuracy and the completeness of the
researcher’s capabilities of taking notes. This limitation was mitigated by the fact the interviewer had a great deal
of experience prior to this study with conducting over 300 one-on-one interviews in English and in ASL and
simultaneously taking notes for each of these interviews.
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5.

Implications for Interpreter Education

Knowledge of the deaf community is a basic foundation of interpreter education, but it is a challenge for
interpreter educators to ensure that their students engage with the deaf community. Because there are fewer
residential school programs and more deaf and hard of hearing children are mainstreamed, and because more
interpreting programs are offered online, interpreting students cannot easily get to know the deaf community with
whom they will work. Are interpreter education programs becoming more technical in their training rather than
focused on relationship-building with the deaf community? The creation of video relay services (using a
videophone to contact an interpreter 24/7 to make a phone call to a person who doesn’t sign) in the United States
has exacerbated a lack of engagement in the deaf community for some interpreters. As more and more interpreter
programs go online, how does leadership education occur, even tangentially? The responses of the deaf leaders in
this study reflect their views that students in interpreter education must learn to value respect, honesty,
relationship, and communication. Given fewer opportunities for engagement in the deaf community, the need to
teach students about deaf culture is even more important than it was in the past.
Leadership education for interpreters can start with educating students about the themes presented in this
article articulated by deaf leaders and interpreter leaders. And not only should leadership education be an integral
part of every interpreter education program; it is also needed in continuing professional education. Seiberlich
(2006) found that ASL-English interpreters did not get the necessary support for leadership training when they
joined their professional organizations as board members. Moreover, leadership education for interpreters must go
beyond the general theories and practices of leadership. Ashton (2012) identified the complexities of the crosscultural interaction of personal traits and work styles. It is one thing to be a leader in one culture using one
language; it is an additional challenge to be a leader in a second language and culture; and it is yet a greater
challenge to be a leader across languages and cultures. Knowing how to balance the leadership values within and
across cultures is a skill that should be overtly taught and learned by interpreting students and by practitioners.
The deaf leaders in this study valued respect, honesty, support, and bilingualism/biculturalism. They
appreciated leaders who were involved in the community, who were good listeners, and who were responsible and
fair. Interpreter leaders valued leaders who showed respect and who had effective communication skills, and
leaders who were open-minded and innovative. They appreciated leaders who had integrity, who were reflective
thinkers, and who were able to admit their mistakes. If interpreters, interpreter educators and interpreter
practitioners keep these in mind, it is likely to serve them well for their entire career.

6.

Suggestions for Further Research

Several pathways for future research can build on the results reported in this article:
1. Forty-five out of 50 participants mentioned respect as an important leadership value. Investigating the
meaning behind respect to more deeply understand what each group meant would shed light on deaf
leaders’ and interpreter leaders’ perspectives. Additional research interviews could be conducted asking
questions about respect, such as, How is respect demonstrated? How is disrespect or a lack of respect
demonstrated? What are the behaviors exhibited by individuals that demonstrate respect? Would the
responses to these questions still have a strong relationship between deaf leaders and interpreter leaders?
Would common themes occur among the participants from within each group? How would the responses
from the two groups of leaders be similar and how would they be different?
2. Researchers may want to analyze responses by gender within and across each group of leaders, which
would provide another lens through which to view the same data. Singleton’s (1995) study found that
deaf women leaders had a high relationship style. Was it because of the gender or because of deaf
culture?
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3. This research was conducted in Canada and the United States. Replicating the research in other countries
with other language pairs would add to the significance of this research, and provide additional data that
either support the findings in this study or discover other themes among other language pairs of leaders.
4. Researchers may be interested in interviewing less experienced groups of “not-yet” leaders (deaf and
interpreters) and compare their responses with these data.
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Abstract
This article describes a new model of interpreted interactions that will help students as well as experienced
practitioners define and delineate the decisions that they make. By understanding the dimensions that comprise the
concept we call role, interpreters can more effectively allow participants to have successful communicative interactions.
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Getting to the Core of Role:
Defining Interpreters’ RoleSpace

1.

Introduction

Much of the writing on community or dialogue interpreting concentrates—perhaps disproportionately compared
with other areas of interpreting—on “role” and “role boundaries.” Hale (2007) in Community Interpreting devoted
a whole chapter to interpreters’ codes of “ethics” or, more precisely, codes of practice (pp. 101–136); of note, the
16 such codes that she described are all based on prescriptivism and proscriptivism, that is, on what interpreters
must or must not do.
Tate and Turner (1997, 2001) set signed language interpreters a variety of problematic interpreting situations
and asked them whether they would abide by the letter of the Code of Practice then in force in the U.K., that is, if
they would act “mechanistically,” or in a way that they felt was more beneficial to the interlocutors or the
interaction, even if it meant not abiding by the strictures of the code, in their terms, “non-mechanistically.”
Reacting to the first scenario, a case of a patient clearly misunderstanding the nature (and dangers) of a prescribed
drug because the patient and doctor had been talking at cross-purposes, 99% of Tate and Turner’s participants said
that they would act non-mechanistically and intervene. Their second scenario was as follows:
You are interpreting with a Deaf mother-to-be when she goes for a scan. You know that she doesn’t
want to know the sex of her baby, but the gynaecologist suddenly comes out with the information
that it’s a boy. What would you do and why? (Tate & Turner, 2001, pp. 57
In this case, 77% of interpreters stated that they would make some kind of non-mechanistic intervention. That
those interpreters who opted for the strategy that resulted in the least harm, either for the individual or for the
interaction as a whole, described their behavior as “stepping out of role” would be construed as surprising by
practitioners of any other field. If the “right” action in the eyes of many of the interpreters required them to step
out of role, there is, surely, something wrong with the role as described in, and prescribed/proscribed by, the
codes.
Many of the current interpreters’ codes of ethics are simply refinements of those first introduced some 30 or
more years ago. They are firmly rooted in the notion that dialogues are to do with thoughts being expressed
linguistically by one interlocutor that are then responded to by the other interlocutor(s). In other words, dialogues
are collections of short monological contributions that invite or require short monological responses. The
intervening 30 years since the introduction of these codes, however, have seen the blossoming of sociolinguistic
and psycholinguistic approaches to the study of human interaction, how people behave when communicating and
how people jointly construct meaning when interacting. Both Wadensjö (1998) and Roy (2000) drew attention to
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these developments and their significance for interpreters, but the implications have not permeated the
professional and regulating bodies.
In two earlier conference papers (Lee & Llewellyn-Jones, 2011; Llewellyn-Jones & Lee, 2009), we argued for
a wholly new approach to the role of the community interpreter, one that reflects the work the interpreter actually
does—the interpretation of dialogues—rather than the performance of “language transfer” traditionally associated
with the (seemingly) monological work of simultaneous conference interpreters. We proposed that the only way to
determine what sort of roles might be appropriate for the dialogue or community interpreter would be to first
examine what interactions look like when they do not need interpreter intervention. What happens when two
interlocutors who share a common language and culture interact and converse? Our experience as interpreters and
our observations of other interpreters at work convinced us that many of the “dos and don’ts” of the
prescriptive/proscriptive codes merely serve to inhibit or denormalize interactions, either by deskilling one of the
interlocutors or by introducing, in effect, a third interlocutor who doesn’t “play by the rules.” If we can identify
the norms of face-to-face interactions, we argued, we can begin to discuss how an interpreter can be introduced
without having an inhibiting or negative impact. Our original hypothesis was that dialogue/community interpreters
can only help to normalize, or “oil the wheels,” of dysfunctional interactions between interlocutors who either
can’t or can’t easily communicate with each other, by acting “normally.” If, instead, the interpreter who is meant
to be the enabler begins by replacing expected, culturally required, introductions with long descriptions of what he
or she is about to do or by pretending he or she is not actually there (donning the “cloak of invisibility”), then this
only further denormalizes and, hence, inhibits the interaction.
We do not question that the community interpreter, to be effective, must be functionally fluent in the
languages he or she is working between. It also goes without saying that the community interpreter must also have
a good knowledge of the cultures, worldviews, and likely world knowledge (shared “scripts”) of the interlocutors
and an appreciation of the goals of the participants and of the consequences of whether the interaction is
meaningful/successful or not—as well as knowledge of the settings/domains they find themselves in. We are
convinced that the interpreting field must be regulated so that it can be taken for granted by the users of
interpreting services that the interpreter will be competent and act with integrity, that is, offer a professional
service that allows the interlocutors to interact in the way that they would if they shared a language. Instead, what
we are investigating here is the room the interpreter has to maneuver and the extent of the freedom he or she has
to make professional decisions.
To begin to examine these, we looked again at what is known about face-to-face human conversational
interactions. As leaders of university postgraduate programs in interpreting in the U.K., we have taught many of
the sociolinguistic theories relating to interaction and conversation, for example, the presentation of “self”
(Goffman, 1959/1990; 1981), the cooperative principle (Grice, 1975), communication accommodation theory
(Giles, Coupland, & Coupland, 1991), politeness theory (Brown & Levinson, 1978/1987) and, with our students,
we have discussed how these might influence the way an interpreter approaches a range of dialogic encounters.
What we have not done, until now, is put these together with the research findings of psycholinguists—
conversational alignment (Garrod & Pickering, 2007) and others—and then overlaid these with the observations
and findings of interpreting researchers such as Mikkelson, Wadensjö, Roy, and Hale, among others. In other
words, we haven’t yet put all of these facets of human communication together to arrive at a coherent theory or
account of the role of the community interpreter.
Now, after a period of focused research and thinking, we propose that the interpreter’s role not be rules-based
but be governed instead by the “role-space” the interpreter creates and inhabits in any given situation. This
“space” is determined by a range of factors that can be represented along three main axes:
x:

the axis of participant/conversational alignment (sociolinguistic and psycholinguistic)

y:

the axis of interaction management

z:

the axis of “presentation of self”

We argue that these three axes define and delimit those areas in which interpreters make decisions and employ
strategies to enable successful interactions. By plotting the interpreter’s anticipated/actual positioning on these
three axes, we can generate a three-dimensional shape, or space, that delineates the appropriate role-space of the
interpreter in any particular interaction. Discourse and conversation analysis have demonstrated that the
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relationships and roles of interlocutors change during interactions, that interactions are dynamic phenomena.
Similarly, interpreter role-spaces adapt and change; they are as dynamic as the interactions they describe.
Although most of the examples we draw on to illustrate our arguments relate to signed–spoken language
interpreted interactions, our consultations with interpreters with other language combinations indicate that many
of the issues are equally relevant to spoken language community interpreters.

2.

Presentation of “Self”

In his seminal work, The Presentation of Self in Everyday Life, Erving Goffman (1959/1990) claimed that in all
interactions with others, individuals are engaged in a type of performance. He stated that we are constantly
involved in “impression management,” that is, acting in such a way as to attempt to control how other people
perceive one’s self, with the (obvious) goal of coming across as best one can. This can include how one speaks,
dresses, moves, walks, and so forth.
Interpreters are present in interactions to allow people who do not share a language to interact effectively.
There have been concerns that the presence of an extra person in any given interaction (even one who is present so
that others can communicate) can have a negative effect. Typically, interpreter training, the interpreting codes of
conduct/practice, and even guidelines for working with interpreters have stressed that interpreters must not behave
in such a way that their presence as a person affects the interaction, specifically by not expressing opinions or,
more strictly, not speaking for themselves. Interpreters have traditionally been taught that, to minimize their
impact, they should maintain an impersonal, professional distance; that is, they should have a low presentation of
self and should not interact with the interlocutors other than to interpret the meaning of their utterances.
Expressed in Goffman’s (1981) terms, interpreters should only enact the role of the animator of language, not
the roles of author or principal. Interpreters are advised to be always neutral, impartial, or in extreme cases—
according to the “machine model” (McIntire & Sanderson, 1993)—to not initiate communication nor respond to
questions directed to them. These types of behavior exemplify what Goffman (1959/1990) called disruptive
events; times when one or more of the parties acts contrary to expected behavior (e.g., by not responding to a
direct question).
When these disruptive events occur, the interaction itself may come to a confused and embarrassing
halt. Some of the assumptions upon which the responses of the participants had been predicated
become untenable . . . and all the participants may come to feel ill at ease, nonplussed, out of
countenance, embarrassed, experiencing the kind of anomaly that is generated when the minute
social system of face-to-face interaction breaks down. (Goffman, 1990, pp. 23–24)
This restriction on which speaker roles interpreters can enact (and, by extension, how much of themselves they
can present in a given interaction) is problematic in many ways. The first is that all successful communicative
interactions, even interpreted ones, involve the crucial factor of trust among all the participants. (Indeed, even in
adversarial interactions, participants can still follow the rules if they are respectful of the other person’s right to
communicate, even if they do not agree with the content of the communication. It is this mutual respect that
allows people to communicate, yet still disagree.) If an interpreter in an interaction does not present himself or
herself in an expected way but, as a demonstration of impartiality, projects a false “professional” self, this can
result in inhibiting and deskilling both interlocutors. The interpreter’s unwillingness to cooperate and converge
may be read as disinterest in both the participants and their contributions. Worse, the interpreter’s inhibition of
conversational responses and feedback—which are seen as essential in the joint creation of meaning—can lead to
the interlocutors never being quite sure that they have been fully understood.
These behaviors also increase the likelihood that the interpreter will be viewed as an “auditor” (Bell, 1984),
that is, perceived by the participants as someone who is judging the individuals and/or the content of their
contributions. Interpreters often state that they must be impartial (nonparticipatory) in order be fair to both sides of
the interaction. Rather than be impartial to be fair, we suggest that an interpreter must instead be “bi-partial”;
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understanding, overtly valuing (through appropriate back-channelling, etc.), and being able to articulate (through
faithful interpretation) both points of view.
In simultaneous conference interpreting, the participants may never meet nor, indeed, be able to see the
interpreter, so the interpreter’s presentation of self, other than through tone of voice or linguistic choices, will be
minimal. However, in face-to-face interactions, the interpreter’s presentation of self takes on much greater
importance. When individuals meet each other for the first time, as soon as they begin to communicate, they start
to make judgments about each other. These might, initially, be based on accent (where they might be from), use of
vocabulary (level of education), use of politeness markers (their awareness of communicative norms), and their
willingness to converge (i.e., demonstrate social solidarity). Successful interpreting depends on trust. Interlocutors
have to trust that what they are saying (and meaning) is being portrayed in a way that they would communicate it
if they could speak the language and, hence, communicate directly with the person(s) they are interacting with.
However, whether the interpreter will faithfully interpret what is said is more than merely a matter of trust; it rests
on whether the interpreter, as a person, values the interlocutors and their contributions. This is akin to what Mead
(1934) and Turner (1956, 1962) referred to as role-taking, that is, the ability to understand and relate to the other
person in an interaction. In other words, the interpreter has to be seen as having empathy for the principal
participants.
We have stated previously that “interpreters will often speak of ‘stepping out of role’ to rationalize behaviors
which, we would argue, are an integral part of the remit of the interpreter (for example in seeking clarification
from one or more of the interactants)” (Lee & Llewellyn-Jones, 2011, p. 1), and this is precisely because role is
erroneously seen as something one has, rather than something one does; “one may enact a role but cannot occupy
a role” (Turner, 1956, p. 317).
We know from our own experience of conversation that apparent disinterest or, worse, ambivalence on the part
of the person we are talking to is inhibiting. Wadensjö (1998) highlights this in her example of a midwife and
pregnant woman losing their enthusiasm for continuing their conversation because the interpreter did not laugh
when they did. They read the interpreter’s failure to engage not as a sign of formality or professionalism, but as a
lack of interest in what they were saying. Interlocutors’ contributions to any talk exchange are tokens of their selfrepresentation; they represent who the indivduals are rather than merely what they are saying at that point in time.
The instant response of the receiver signals, through words or some other semiotic expression (facial expression,
nod, etc.), both that the utterance is understood and that the receiver approves not merely of the spoken utterance
but also of the self that it represents. Face-to-face communication requires cooperation. The responses to the
contributions of the parties are as important as the contributions themselves. No response is not seen a sign of
neutrality, but rather as a sign of disapproval or lack of understanding, an ambiguous but powerful reaction. When
interpreting a face-to-face conversation, the interpreter is clearly participating in the interaction and, consequently,
must also cooperate. It should be noted that in contrast to spoken language interactions, where signals of
cooperation (e.g., back-channelling) can be performed both vocally and visually (e.g., saying “uh-huh” as well as
nodding), interactions involving sign language use only visual signals of cooperation—thus, it is imperative for
the deaf or hard of hearing participant that an interpreter use such signals.
A common notion of the machine model of interpreting was that interpreters should be “invisible.” This
problem has been explored by a variety of researchers (see, e.g., Angelelli, 2001; Nakane 2009; Roy, 1993). In
discussing the role of interpreters in workplace settings, Dickinson and Turner (2009, pp. 175–176) reported, “It is
still common for SLIs [sign language interpreters] to encourage their clients to ‘imagine that I am not here’ and to
‘just ignore me,’ covering themselves with an imaginary ‘Cloak of Invisibility.’ ” They go on to provide a quote
from an interpreter:
I was recently accused of being “off- hand” and “frosty” in my Deaf client’s workplace. I was deep
in (signed) conversation with the Deaf client, the hearing staff had walked in and I voiced over the
Deaf client’s greeting. Because I personally did not say hello to the staff or make eye contact they
said I was stand-offish. (Dickinson & Turner 2009, p. 176)
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This comment is an example of the low end of the presentation-of-self axis; only in very marked social
situations are participants said to be “invisible.” Even though the point was for the interpreter’s presence to have a
minimal effect, such ways of behaving are alienating to other participants in an interaction.
Interpreters must behave in ways that are consonant with, rather than counter to, the expectations of the
participants. By normalizing their own communicative behaviors, and by acting in ways that are similar to the
other participants, interpreters can be more effective in facilitating successful interactions. Thus, the first
dimension in the role-space model is the presentation of self, the z axis in the 3-D model. The range of behaviors
in this dimension range from minimal presentation of self (those behaviors associated with the machine model or
“invisible” interpreter, e.g., not interacting with the participants except through interpreted renditions, not
answering direct questions, referring to one’s self as “the interpreter,” etc.) to actual, expected presentation of self
in ways that are consistent with the situation (e.g., introducing one’s self, referring to one’s self in the first person,
etc.).
Figure 1: The axis of Presentation of Self
High Presentation of Self

Low Presentation of self

As will be shown with the axis of alignment and the axis of interaction management, the amount of selfpresentation by the interpreter is rarely the same throughout the entire interaction. For example, at the beginning
of an interaction among people who have not met before, there might be a requirement for more overt selfpresentation by the interpreter, because it may be necessary to gain the trust of the participants. By presenting
one’s self in a way that follows the expected norms of the interaction, the interpreter allows the participants to
become familiar with him or her and this, then, starts to engender trust. This is, in effect, the same strategy that
any other professional meeting people for the first time would employ.

3.

Alignment

One of the first “rules” student interpreters learn is that they must be impartial. Hale’s (2007) comparison of
codes of ethics (or, more accurately, codes of conduct/practice) from a range of countries, interpreter
organizations, and service commissioners found that the third most frequently included tenet, after confidentiality
and accuracy, was impartiality. The problem, of course, is that impartiality or neutrality is rarely, if ever, possible
(in addition to Hale, 2007, see, e.g., Metzger, 1999). Hale argued that, instead, interpreters should strive for
“objectivity,” that is, they should not allow their own ideas or religious or philosophical beliefs to color or
otherwise impact on their interpretations. From our experience as teachers of postgraduate courses, a significant
percentage of students who come to us from vocational and undergraduate interpreting courses are instilled with
notions that they have to demonstrate their impartiality by exhibiting behaviors that preclude any action that might
be perceived as aligning with the interlocutors. In the normal course of events, this type of “un-giving” behavior
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would appear extraordinary, so much so that it would inhibit rather than encourage communicative interaction,
and it is these behaviors that we need to question.
Wadensjö (1998, p. 8) notes that the conduit/machine model of interpreting is monological, that is, “the
meaning of the words and utterances is seen as resulting from the speaker’s intentions or strategies alone” (her
emphasis). “The dialogical model, in contrast, implies that the meaning conveyed in and by talk is partly a joint
product . . . [that] presupposes a reciprocity between the people involved.” To illustrate, when two people who can
speak the same language begin to communicate with one another, they start (albeit tentatively at first) to align. On
a sociolinguistic level, the interlocutors will start to accommodate each other (Giles et al., 1991); that is, they will
signal their desire to lessen, maintain, or increase social distance. The desire to lessen social distance, or converge,
is signalled by the interlocutors beginning to emulate or reflect each other in terms of speech style and, even, body
posture. The extent to which they converge is often dictated by the context and the relationship of the
interlocutors, and there will come a point, in any interaction, when the level of social distance feels appropriate to
one or other of the participants.
It is at this point that convergence becomes maintenance. Typical of this type of maintenance is the
appropriateness of the social distance a teacher might have with his or her students. As teachers of experienced (if
so far unqualified) interpreters, we are, more often than not, teaching fellow professionals, yet we are able to more
or less converge—usually appropriately—depending on the context of the interactions we are engaged in. For
example, we tend to converge quite naturally during informal, social, out-of-the-classroom interactions, yet we are
able to maintain an appropriate level of social distance that is significantly greater during teaching sessions. Just
as the language style (level of formality) of interlocutors adapts to different contexts and topics, so too does the
level of convergence. Communication accommodation theory (Giles et al., 1991) is now regarded as a central
sociolinguistic tenet. We can’t choose not to accommodate through convergence, maintenance, or divergence; we
do so naturally as soon as we begin to interact with another person, and not converging may well be perceived as
choosing, instead, to diverge, that is, to act in a potentially face-threatening way (Brown & Levinson, 1987).
On a psycholinguistic level, as interlocutors start to converse they begin to create a novel, shared mental
reality, a conceptual construct that conversation analysts refer to as a situation. They check and reaffirm their
understanding of this joint situation by giving each other signals, or simultaneous feedback, which assure the
person whose turn it is that his or her contribution is being understood in the way that it is intended it to, and this
adds to and develops their shared understanding. They are, to use Wadensjö’s (1998) terminology, jointly
constructing meaning. This reciprocity manifests itself through the use of nonverbal signals (e.g., head nods),
phatics (e.g., uh-huh), and reinforcing contributions (right, really?); the imitation of each other’s vocabulary
choices; and, as the joint meaning becomes more apparent or shared, more obvious features such as overlapping
talk and the finishing of each other’s sentences (see, among others, Garrod & Pickering, 2007; Malone, 1997).
This notion of meaning as a joint construct can be modelled, albeit simplistically, as two overlapping circles.
As two individuals who don’t already know each other begin to communicate, this shared situation starts off as
being rather tentative. The level of shared meaning represented by the overlap could be achieved with simple
gestures and smiles, the type of contact two people might have if they didn’t share a language. They would,
however, in any face-to-face interaction, share a context (that in itself is laden with meaning) and the unspoken
expectation that whatever the other person does is intended to mean something. If the two people share a
language, the shared meaning (overlap) they would be able to construct (on top of the already present meaning of
place, context, and intent) would grow very quickly.
Many student texts on interpreting (e.g., Corsellis 2008; Stewart, Schein, & Cartwright 1998) tend, no doubt
unwittingly, to reinforce the idea that when an interpreter assists two parties who wish to communicate with each
other, the task is approached as if the interlocutors are producing short monological utterances, rather than
participating in a dialogue, and the notion of a jointly constructed meaning, or situation, is lost.
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Figure 2: Traditional monological model of interpreting

Utterance
Participant 1

Participant 2

Interpreter
Response

Bélanger (2004) argued convincingly that this model, even when illustrated as a triangle—as it is in much of
the interpreting literature—is monological, and the arrows reinforce this by portraying utterances as causal. She
points out that interaction cannot be represented by the sequential utterances of the interlocutors. Interaction is
instead—like the psycholinguists’ situation—what is created by all three.
An example of the temptation to represent interpreted interactions as monological is shown in Napier, McKee,
and Goswell (2006). Although they recognize that the interpreter is a “participant in constructing the interaction”
(p. 19), when they discuss interpreter positioning in face-to-face signed–spoken language interpreting settings,
they echo Stewart et al. (1998) in suggesting that the interpreter should position him- or herself as closely as
possible to the non-deaf interlocutor and, ideally, slightly behind, so that the hearing person is not tempted to
address the interpreter directly and looks only at the deaf interlocutor. This is just one example of taught behaviors
that are, in our view, counterproductive and are construed, by interlocutors who haven’t worked with interpreters
before as very odd. Worse, such behavior signals to the non-deaf interlocutor the interpreter’s lack of willingness
to align, either by converging or by participating in creating a shared situation.

3.1. Case Study: An Example of Nonparticipation
We have described elsewhere (Llewellyn-Jones & Lee, 2009) how, during a mock interpreted interaction between
a student playing the role of a deaf person and a naïve non-deaf person (that is, someone who had never
communicated with a deaf person via an interpreter), the naïve interlocutor wasn’t sure that his contributions had
been fully understood because there had been no back-channelling (simultaneous feedback) from the interpreter,
and the deaf interlocutor had, for the most part, looked at the interpreter and rarely at him. He was, in effect,
attempting to have a conversation with two people who couldn’t or wouldn’t look at him. The interpreter was
following the guidelines she had been taught in a previous course and described her behavior as “more
empowering” for the deaf person. This type of interaction deserves some detailed scrutiny because it is a product
of the strategies routinely taught in signed language interpreter training courses.
If we look at the interaction from the point of view of accommodation theory, the sign-language-using
interlocutor appeared to be converging, to some extent at least, with the interpreter; she was looking at and
engaging with her by nodding, smiling and, through the utterance of the occasional signed phatic, signalling
understanding. It would appear, then, to the naïve non-deaf interlocutor, that the two of them were communicating
and, therefore, interacting effectively. Because the interpreter couldn’t be seen by the non-deaf interlocutor, he
had to assume from the communicative behavior of the deaf person that there was some level of reciprocity, that
is, that the interpreter was responding appropriately to the contributions of the deaf interlocutor. The Deaf
interlocutor, however, did not appear to be making any attempt to converge with the non-deaf interlocutor: There
was the occasional nod and smile when there was a pause in the interpretation but, all the time that the non-deaf
interlocutor was speaking, his conversational “partner” was looking just over his shoulder (at the interpreter). The
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assumption on the part of the non-deaf interlocutor that the interpreter was reciprocating and actively engaging
with the deaf interlocutor is only to be expected because that is the norm, the default, when two people are
interacting.
Unbeknownst to the non-deaf interlocutor, the interpreter was in fact not cooperating with the sign-languageusing interlocutor as one would expect. Although in constant eye contact, she was not back-channelling but,
instead, just delivering a spoken rendition of that interlocutor’s contributions. There was no attempt to signal
convergence through body posture or by reacting in any way to what was being said or signed. When asked about
this later, she explained that she used to gesture (back-channel) when she voiced a Deaf person’s signed utterance,
but was told by her previous tutors that this was distracting and unprofessional. Instead, when interpreting from
signed to spoken language, she should clasp her hands in her lap and not react, in case the deaf interlocutor
thought that she was agreeing with the contribution, and this would be a breach of impartiality. The signlanguage-using interlocutor, then, was attempting to converge with the interpreter but her attempts weren’t being
reciprocated. From the viewpoint of communication accommodation theory (Giles et al., 1999), the interaction
was not normal—far from it, it was, in fact, dysfunctional—and neither was it dialogic. The interpreter’s behavior,
or learned strategy, precluded any possibility of the interlocutors jointly constructing meaning by creating a shared
situation.
Wadensjö (1998, p. 236) noted that, in analyses of interpreted interactions, “a number of studies have shown
that feedback parts of utterances tend to be reduced or omitted (cf. Englund Dimitrova, 1991)” and several studies
have found that “the amount of feedback and other checking of shared understanding is also strikingly less
compared to ‘ordinary’ exchanges between people interacting.” This, we are sure, accounts for the numerous
reports from students that they aren’t able to reformulate sufficiently when interpreting from British Sign
Language (BSL) to spoken English because the deaf signer insists on trying to lip-read them to ensure that they
are, according the students, “using the right words.” We posit that this is as a direct result of the lack of backchannelling on the part of the interpreter. Without appropriate simultaneous feedback, the deaf person has no idea
whether the interpreter has understood or not, and the only way of monitoring this is to try to lip-read the
interpreter’s renditions. This breaking of the “rules” of interaction only serves to condition those who regularly
rely on interpreters into accepting that they will rarely, if ever, have a truly dialogical interaction with a person
who speaks a different language. In the above example, the interpreter’s attempts to convey nonalignment with
either participant were perceived—at least by the non-deaf participant—as biased in favor of the minoritylanguage-using interlocutor. One cannot profess impartiality when one’s behavior is perceived as the opposite.
An accepted part of the signed language interpreter’s preparation is for the interpreter to meet the deaf
participant in advance. For example, before interpreting for a medical appointment, the interpreter will approach
the deaf patient in the waiting room to, ostensibly, make sure that they can understand each other. This initial
conversation will involve presentation of self (“I’m so and so . . . I’m your interpreter . . . no, my parents aren’t
deaf,” etc.), situation alignment (the joint construct of meaning through appropriate back-channelling), and an
appropriate level of convergence. When confronting the doctor, the interpreter (according to some of our students)
should simply say, “I’m just here to interpret for Mrs Scroggins” and not give a name but, instead, ask if it is
permissible to move a chair. No other kind of professional that we know of refrains from introducing him- or
herself when meeting new people, but some interpreting students have been taught that not giving a name—that is,
not presenting oneself as a real person—somehow minimizes the interpreter’s presence. On seeing two people
who by their behavior obviously already know each other, the doctor quite naturally assumes that the non-deaf
person is there to support (i.e., is already aligned with) the deaf person, not to act as a neutral intermediary.
Figure 3: Doctor’s perception of interpreter alignment

Doctor

Patient

Leeds (2009) surveyed doctors’ surgeries (clinics), located in one of the U.K.’s largest cities, that she knew
had contracts with an interpreting agency that provided only fully qualified signed–spoken language interpreters

International Journal of Interpreter Education, 5(2), 54-72. © 2013. Conference of Interpreter Trainers

62

Interpreter Role-Space

for medical appointments. She created a simple questionnaire for the doctors, designed to find out who they
thought was providing the interpreting for their deaf patients. Given the way that many interpreters are told to
introduce themselves, it is perhaps unsurprising that 54% of doctors thought the person accompanying the patient
was a friend, 15% thought a caregiver, and 8% thought a social worker. Corsellis (2008) described how the
spoken-language public service interpreter in the U.K. is advised to introduce him- or herself. Although to our
minds (but not necessarily to the intended readership) a little over-prescriptive, it does include the interpreter
introducing him or herself by name, as a real person, and, if required, by level of qualification. For the interpreter
to truly participate rather than pretend he or she isn’t there is in fact a more realistic way of minimizing the
interpreter’s impact (or footprint), is. If, as Metzger (1999), Hale (2007), and others agree, impartiality and
neutrality are unachievable goals, then surely it is far more productive to aim, instead, for equality of alignment,
especially if the consequence is more successful interactions.
So, how does the interpreter align appropriately, and fairly, with both interlocutors? We have no problem with
the interpreter “getting to know” the interlocutor with whom they share a language (for the interpreter, a second
language) but, we propose, this initial perception of imbalance must be repaired by the interpreter introducing him
or herself by name to the other interlocutor and explaining that he or she has just met the other interlocutor and
has spent a few minutes making sure that they can understand each other. By introducing him- or herself, and
explaining briefly his or her relationship with the minority-language user, the interpreter is acting as any
professional would be expected to. Just as the best place to hide a book is in a library, by acting as people would
expect, the interpreter can “blend” (Napier et al., 2006) or minimize his or her “footprint” far more effectively.
This then paves the way for the interpreter to align sociolinguistically and psycholinguistically with both
interlocutors.
Alignment cannot be construed as equal if the interpreter, as soon as he or she arrives, behaves unexpectedly
or gives instructions that deskill one of the interlocutors by asking him or her to behave unnaturally. It is rarely
necessary to instruct the majority-language interlocutor to only look at the minority-language user. If the
interpreter takes up the position that would be expected in any triadic interaction, more or less equidistant from the
interlocutors, this can be done, quite simply, by the interpreter directing his or her eye gaze at the interlocutor who
is being addressed. There is rarely a need for the interpreter to say, “Speak to her/him, not to me.” If the majoritylanguage user looks at and addresses the interpreter, the interpreter, by looking at the minority-language user,
naturally redirects the gaze of the other interlocutor. Very few people will continue to talk to the side of a person’s
head; they will, quite unconsciously, direct their eye gaze, and hence their utterance, to the focus of attention at
that point in the interaction, the other principal interlocutor. By positioning him- or herself equidistantly, the
interpreter can both accommodate (typically converge with) and conversationally align with both interlocutors.
The result is a genuine opportunity for a triadic communication event, one in which there is a shared situation, a
shared construction of meaning. The by-product is that both interlocutors feel that they are accommodating
(usually converging) appropriately, if only through the interpreter.
Figure 4: Dialogical model showing the potential for accommodation and conversational alignment
Interpreter

Shared
Situation

Participant A

Participant B
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The extent of this shared situation/accommodation does, of course, depend on the type of interpreted event. If
we map expected/appropriate accommodation and conversational alignment against the range of situations an
interpreter might come across in day-to-day work, we arrive at some interesting differences.

4.

Interaction Management

Often discussed in the literature on community interpreting is the interpreter’s responsibility for regulating or
managing the interaction between the two (or more) principal interlocutors. Wadensjö (1998, p. 266) noted that
the interpreter is both a “relayer” and a “coordinator.” Controlling the interaction, as well as regulating the flow of
the interaction through, for example, managing turn-taking and overlapping talk, can be, and often is,
demonstrated in other ways. Corsellis (2008, p. 147) prescribed how an interpreter should handle introductions,
including the order in which they occur (interpreter last), and above we have shown how signed language–spoken
language interpreters, through seating arrangements and verbal, pre-interaction instructions (“don’t look at me,
look at the deaf person”) often take it upon themselves to decide who is allowed to look at whom.
Corsellis (2008), after emphasizing the requirement for absolute “accuracy” in the interpretation of every
utterance (turn) of the principal participants, listed four circumstances in which it is appropriate for the interpreter
to interject with self-initiated /authored utterances:
1.

To ask for accommodation to the interpreting process, for example, when someone is
speaking inaudibly or too quickly

2.

To ask for clarification of an utterance that is ambiguous, unclear or contains a term that is
not understood by the interpreter. This may be a technical term or slang

3.

To alert the participants that someone may not have understood what has been said
although the interpreting was correct. Interpreters have a good feel for comprehension and
can sense when this is happening. The causes may be various but they can, for example,
include either party using formal registers or technical terms that are not comprehensible
to the other in either language

4.

To alert the participants that a relevant cultural inference may have been missed. This
refers to an item of information that is not in the cultural frame of reference of one or more
of the participants. An example could be the significance of religious festivals and why it
is important that a family member should be going home for Christmas, Divali and so on.
(p. 48)

As has been shown in the analyses of real interpreted events, however, there are frequently times when a wider
range of interpreter-initiated interventions (or noninterventions) are appropriate and/or necessary. Rosenberg
(2002) undertook a quantitative analysis of his own interpretations of 11 medical consultations involving
physicians and the Spanish-speaking parents of the child patients. Having transcribed a total of 1,334 interpreter
utterances, he found that only 40.8% of them could be categorized as “close renditions” or “accurate”
interpretations of the participants’ utterances. At first sight, this seems a remarkably low percentage considering
that, traditionally, quality in interpreted dialogues has been judged by the accurateness and completeness of the
interpretation of every participant turn. It transpires, however, that a further 39.7% were examples of interpreter
decisions that could, even through the lens of “talk as text,” (Wadensjö, 1998) be viewed as legitimate. The
largest group of utterances in this category, 26.9%, were categorized as “zero renditions,” resulting from the
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interlocutors speaking to each other directly via their—albeit sometimes limited—knowledge of each other’s
language, and a further 12.8% comprised either “expanded” or “reduced” renditions.
We are still left, however, with 19.5% of the interpreter’s utterances that were something other than the
close/zero/expanded/reduced utterances already listed. Of these, the breakdown was recorded as 56.9% phatic,
16.5% clarifications, 7.7% understood (without intervention from the interpreter), 6.9% off task (the interpreter
speaks to either party about something not related to the conversation), 6.2% banter, and 5.8% repetitions
(Rosenberg, 2002).
Overlapping talk is a natural part of conversation and occurs for several distinct reasons, some unintentional—
for example, when two people coincidentally start to talk at the same time—and some intentional, for example to
signal the listeners’ group solidarity and support of the speaker (see, e.g., Tannen, 1984, 1989). It is also a
necessary feature in the joint creation of meaning as back-channelling often requires (as the alternative term
simultaneous feedback indicates), the utterance of phatics, single words and short phrases signalling
understanding, agreement, confusion, and so on, while the conversational partner is speaking. The words or short
phrases uttered can also demonstrate prediction, in that one interlocutor might finish another’s sentence.
The interpreting literature almost invariably points out that it is impossible to interpret for two people at the
same time, especially as the complete and “accurate” rendition of each turn has been viewed as a necessary aspect
of a “quality” interpretation. Roy (2000) suggested four possible ways that the interpreter can deal with
overlapping talk:
1. Stop one (or both) speakers and allow the other speaker to continue. If an interpreter stops both
speakers, then either the interpreter indicates who speaks next or one of the primary speakers decides
who talks next.
2. Momentarily ignore one speaker's overlapping talk, hold the segment of talk in memory, continue
interpreting the other speaker, and then produce the “held” talk immediately following the end of a
speaker's turn. Decisions about holding talk in one's memory lie within the interpreter's ability to do
so and the interpreter's judgment regarding the importance or impact of the talk to be held in memory.
3. Ignore overlapping talk completely.
4. Momentarily ignore overlapping talk and upon finishing the interpretation of one speaker, offer the
next turn to the other speaker, or indicate in some way that a turn was attempted. (p. 85)
In our experience, interpreting students are typically taught that the first option (above) is the default way of
dealing with overlapping talk should it arise or, better still, that the interpreter should ensure from the outset that
overlapping talk does not occur. Instructions that interlocutors should speak one at a time are commonplace and,
should one or more of the participants forget, the usual overt management strategy employed is to stop the
interaction to remind the participants of the turn-taking “rule.” The problem with this, of course, is that it militates
against the possibility of the two (or more) principal interlocutors creating a shared situation. Options 2 and 4 are
often an appropriate way of allowing limited overlapping talk, but any back-channelling loses its simultaneity if
the interpreter deals with it as a next turn.
A fifth option that is appropriate in many face-to-face interpreted interactions is for the interpreter to
momentarily interrupt the participant he or she is interpreting for, interpret the feedback utterance, then switch
attention back to the first participant to indicate that he or she still has the floor. This strategy works well for
phatics, words, and short feedback utterances and one can typically recognize, from intonation and other
paralinguistic cues, whether an interlocutor is simply engaging in simultaneous feedback or attempting to take the
turn.
Overt management of turn-taking can be particularly inhibiting for participants in nonantagonistic small group
discussions and meetings. Here, instructions from the interpreter that participants must speak one at a time are
commonplace and in some circumstances militate against the discussion proceeding as it would without an
interpreter. These interactions, when all participants speak the same language, are characterized by overlapping
talk, interruptions, and attempts to gain the floor by speaking over other participants. In certain cultures and types
of interaction, for example, those involving participants of unequal status, these turn attempts might be regarded
as impolite and as breaking conversational conventions. When the participants are close colleagues or friends,
however, these moves can still be classed as cooperative overlap (Tannen, 2000) because they are intended to
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contribute to the group’s shared understanding and, as such, are seen as being creative rather than intrusive or
counterproductive. Strict enforcement of sequential turns inhibits this spontaneity and creativity.

4.1. Mapping the Axis of Management to Different Settings and Contexts
The most obvious example of the interpreter having little or no control over the management of the interaction is
in the simultaneous interpretation of formal addresses or presentations, whether in conference or formal lecture
settings. The interpreter has no control over the pace, complexity, or propositional density of the presentation and
is unable to intervene to ask the speaker to modulate her pace, pause to allow her to catch up, or ask for
clarification if something is not completely understood. On the axis of management this would be represented as
in Figure 5.
Figure 5: Simultaneous conference interpreting

High
management

Low
management
The reality, of course, is that most community interpreting assignments involve a minority-language user
accessing public services, and it is in the participants’ interests that the communication is clear and understood.
Consequently, the interlocutors are typically very tolerant of the interpreter checking understanding, asking for
more time to make sure something has been understood, and so forth.
Figure 6: Interpreting public service consultations
High
management

Low
management
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4.2. Interaction Among the Axes
The diversity of the assignments undertaken by community interpreters means that there is an indeterminate range
of role-spaces that might be appropriate at some time or another. As has been seen in the scenarios presented
above, these spaces are not, however, defined solely by the setting. If we put the three axes together we begin to
see patterns emerge that reflect the type and goals of the interactions rather than the specific settings or modes of
interpreting chosen (e.g., simultaneous, consecutive, chuchotage, etc.). Just as the dynamics of interactions change
as the interlocutors adjust their social distance and agree new goals, so too do the role-spaces.
Figure 7: Interaction between the axes
Interaction
Management

Presentation of Self
Alignment

Relatively recently, the first author was one of two interpreters booked to interpret for the defense team in the
trial of a middle-aged man accused of offenses that would, if he were found guilty, have resulted in a long
custodial sentence. The morning started with a meeting involving the barrister, the solicitor (who had prepared the
original brief) and her assistant, the interpreter who had interpreted all of the preparatory interviews between the
solicitor and the defendant, and the defendant. The purpose was to discuss the plea (not guilty), the allegations
being presented by the prosecution, and the arguments that were to be used as the defense. Although a formal part
of the judicial process, the style and social distance of the interlocutors would best be described as “consultative”
(Joos, 1967).
Both interpreters approached the assignment as a formal/consultative dialogic encounter in which the
presentation of self was sufficient for the interlocutors to make judgements about, for example, their integrity but
limited to observing expected politeness conventions. The level of alignment was (as far as possible) equal and
fair but restricted to the level of sociolinguistic and conversational alignment necessary to ensure understanding
between the parties (a degree of convergence followed by maintenance). The aims of the participants and of the
interaction afforded the interpreters plenty of opportunity for interaction management, because the central concern
of both principal interlocutors was clarity and complete understanding of the questions and responses. The
interpreters were, therefore, able to use both overt and covert management strategies to check their understanding
and, through back-channelling, embedded, and parallel utterances (Bélanger, 2004), assure the interlocutors that
their contributions were being understood and that the interpreted renditions were “faithful” and complete. The
role-shape for the first part of the meeting could be illustrated as in Figure 8.
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Figure 8: Meeting with barrister present
Interaction
Management

Defendant

Barrister

The meeting, which lasted some 3 hours, was punctuated by the barrister leaving the room to, initially, seek
clarification of a particular allegation and, later, to put the defendant’s responses to the prosecution barrister to see
whether there was any possibility of a retraction or negotiation of a particular charge. During his absences, which
sometimes lasted for 15 to 20 minutes or more, the other occupants of the room made polite conversation. They
talked about holidays, the weather, local places to eat, almost anything other than the reason they were all
together. The solicitor was still a solicitor but she was also a person, and social convention required her to talk
about herself, her holiday plans or whatever else (within certain limits) came up in conversation. All of the
occupants of the room participated in the “banter,” to use Rosenberg’s term (see above), including the interpreters.
Taking turns as and when appropriate, if one interpreter was asked whether he had yet been on holiday, the other
spontaneously took over the interpretation of that part of the conversation. The role-shape for these episodes was
different from the shape during the parts of the meeting when the barrister was present, because the goals were
different and social convention demanded that the five people, in a room together for an extended period of time,
talk about something.
Figure 9: Meeting with barrister absent
Interaction
Management
Presentation of Self

Other participants

Defendant
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Later that day, after a final briefing by the barrister during which the interpreters re-adopted the role-shape of
Figure 8, the parties were summoned to court to appear before the judge. The goal of this interaction was very
different from the goals of the previous two, as were the interlocutors’ expectations of the role of the interpreter.
The interpreter’s alignment with the principal interlocutors—judge, clerk of the court, prosecution barrister,
defence barrister and defendant—was limited to sufficient conversational alignment to ensure understanding (but
no more), and presentation of self was limited to the interpreter giving his name, his qualifications and, under
oath, affirming that he would interpret faithfully and to the best of his ability. Because the British courts demand
that proceedings are transparent, any management of the interactions is, necessarily, overt and typically preceded
by a request to the relevant principal (questioning barrister or judge) for permission to seek clarification or for the
question to be reframed (see Berk-Seligson, 1990, for an account of judges’ and lawyers’ unrealistic demand that
any interpretation should be verbatim). The role-shape was as in Figure 10.
Figure 10: The court hearing

Interaction Management

Judge, Court
officials, etc.

Defendant

This role-shape is not dissimilar to the shape adopted by the interpreters in Figure 8, but it is more restricted,
indicating that the interpreter has less room for maneuvering. The point on the interaction management axis
suggests that the interpreter has less opportunity to regulate the flow of the interaction—as, indeed, is the case—
but it also reflects that, because of the formality of the setting, the interpreter is likely to be more reticent in
halting the proceedings. We could debate whether this reticence does a disservice to the interaction (it could, quite
possibly, affect the outcome) but it is, we suggest, because the interpreter is not a machine and is, consequently,
influenced by his perception of his status in that setting.

5.

Conclusion

Remember that in any given interaction, it is not the interpreter who decides on the nature and dimensions of the
role-space; instead, it is the characteristics of the interaction that determine the appropriateness of the myriad
approaches and roles available to the interpreter. We have seen that certain communication events leave the
interpreter with little room to maneuver, for example, in the formal meeting with the barrister where the stakes are
high and in the adversarial court appearance where the interpreter is tolerated but seen only as a necessary tool by
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the principal interlocutors. On the other hand, we have described the freedom afforded by less formal,
collaborative conversational interactions. With a long tradition of prescriptive and proscriptive descriptions of the
role of the interpreter, perhaps the major limiting factor is how comfortable the individual interpreter is with the
freedom for professional decision making that many of the role-spaces allow.
The model outlined in this article is, we contend, a useful way of describing the place that community
interpreters have in the communicative interactions in which they work. The role-space model takes into account
the fact that interpreters do not merely transfer meaning from one language to another.
In this role-space, first, interpreters need, above all else, to be human beings with well-honed social skills,
sensitivities, and awareness, as well as excellent linguistic skills. It is important to recognize that how interpreters
present themselves in any given situation can have a huge effect on the interaction. Second, interpreters must be
keenly aware of how individuals align and accommodate each other to achieve communicative goals. Rather than
be a hindrance in the middle of interactions, interpreters have a vital role to play in aligning with the participants
and, by extension, allowing them to align with each other. Last, but by no means least, interpreters must be
skilled in a variety of techniques to appropriately manage interactions in order to facilitate successful
communication between and among participants.
These points are important for all areas of the profession, from the screening of potential students to
curriculum design to the structure of qualifications and professional codes. Recognizing they have a place in the
interaction, skilled community interpreters must make sure that the role-spaces they occupy are principled,
appropriate, and respectful to all parties involved; and interpreter educators must prepare interpreting students to
enact different roles as necessary.
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Abstract
The purpose of our article is to discuss the use of a discussion strategy called protocols, which can be used in both online
and face-to-face environments. Protocols provide a structured way of having a discussion that empowers all students to
contribute their ideas in a safe environment by providing specific rules and clear roles for guiding the discussion. First,
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In Pursuit of Meaningful
Dialogue: Using Protocols to
Improve Discussion in Online
and Face-to-Face Courses

1.

Introduction

Educators continually look for ways to engage students in richer discussions, encourage critical reading of the
text, elicit different opinions from their students, and create equity in their classrooms (McDonald, Zydney,
Dichter, & McDonald, 2012). This is difficult to achieve in the classroom because not all students feel
comfortable contributing to the discussion, and it is challenging to break down barriers so that students can trust
one another in order to effectively communicate about sensitive issues—in the field of signed language
interpreting, these may include ethical-decision making, cultural considerations, and general challenges faced
during the process of interpreting. Thus, educators are in pursuit of instructional strategies that help break down
these barriers and create a greater sense of community and more interactive experiences for students. In this
article, we describe applications of a discussion strategy called protocols, which are structured ways of having
conversations that foster a trusting environment and encourage critical thinking and different perspectives in the
classroom (McDonald et al., 2012).

Although protocols can be used in both face-to-face and online environments, they are particularly useful in online
environments in which students often feel more isolated and disconnected from one another (Hewitt, 2003).
Additional challenges in online learning may include low levels of critical thinking or cognitive processing
(Maurino, Federman, & Greenwald, 2007; Wang & Chen, 2008) and limited student interaction among
participants (Wang & Chen, 2008). Given the dramatic increase in the number of students taking online courses
(Allen & Seaman, 2011), educators must find solutions to address these challenges. Educators have begun to
design discussion prompts, such as protocols, to help students feel more connected, increase student interaction,
and create deeper discussions that elicit higher levels of thinking.
Effective online discussion prompts provide a frame of reference through an associated shared
experience or learning activity, but there are numerous creative ways in which this context can be
brought to bear. For instance, discussion prompts may involve or invoke personal experience,
hypothetical situations, opinions (with substantiation), student-created work, video clips, and so
forth (Thompson, deNoyelles, Chen, & Futch, 2012, para. 5).
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2.

Protocols in Action

The concept of protocols emerged in the 1980s during the school reform movement, as a way to help educators
structure meaningful conversations around their practice. At that time, protocols were focused on problem solving
and reflection. They supported sharing, responsibility, and continuous improvement within teams. (McDonald,
Mohr, Dichter, & McDonald, 2007). Over time, educators started to use protocols with their students to help them
learn and engage in their own reflective processes and to enable student-centered, intellectually ambitious, and
team-based learning. Protocol pedagogy has since emerged as a general term to discuss the use of protocols for
teaching and learning (McDonald et al., 2012). Historically, online protocols were simply rules and timeframes for
posting (Gilbert & Dabbagh, 2005). More recently, online protocols have included not only rules for posting, but
also guidelines that provide a clear purpose for the discussion, explicit roles for participants in the discussion, and
clear directions for participant interactions (McDonald et al., 2012). Recent research has demonstrated that online
protocols improved students’ shared cognition, creating a more student-centered experience and balanced
distribution of facilitation between the instructor and the students—reducing the instructor’s burden to manage the
facilitation (Zydney, deNoyelles, & Seo, 2012).
Protocols offer many advantages, including
keeping a group conversation focused in a limited amount of time,
encouraging all members of the group to offer feedback,
helping less verbal participants offer their voices,
promoting thoughtfulness by allowing personal reflective time,
encouraging dialogue featuring multiple perspectives,
requiring individuals presenting their work to remain silent at times so that feedback and insights offered
from their colleagues are not lost,
• reminding individuals to return to the evidence offered rather than focus on opinions, and
• providing a safe and supportive structure for all. (Teachspace, n.d)
•
•
•
•
•
•

Online protocols for learning can also provide opportunities for students to engage in ownership around the design
of the course (Zydney et al., 2012).
Protocols can be used regardless of delivery method (face-to-face vs. online), and they can be used not only
with text: Social media provides numerous tools that can support the use of prompts in a dynamic environment
(VoiceThread, blogs, etc.). Carroll (2001) provides a strategy for thinking pictorially through visual metaphors,
where a device is used to encourage insight and propose food for thought without stating its purpose. Joyner
(2012) proposed the use of visual metaphors with a “Wordle,” a word cloud, to generate a discussion around a
visual display of responses to the prompt. This adaptation provides yet another way in which prompts for
discussion can provide richer, more meaningful learning experiences for students.
Researchers have begun to test the use of protocols in online discussions in the field of signed language
interpreting. For example, in one study (Zydney, Ergulec, Angelone & Ehrlich, 2013), we assessed the use of the
protocol “Save the Last Word for Me” in a course called Orientation to Deafness, to help students make
connections between the book Inside Deaf Culture (Padden & Humphries, 2006) and a related NPR broadcast
(http://www.npr.org/books/titles/138451579/inside-deaf-culture). “Save the Last Word for Me,” a variation of the
“Final Word” protocol, was originally developed by Daniel Baron and Patricia Averett (described in McDonald et
al., 2007). In this protocol, students were asked to select an intriguing quote from the book that related to the NPR
broadcast. Each student then posted the quote for others in the group to discuss, without revealing why he or she
chose that particular quote. The remaining group members commented on one another’s quotes, leaving the
opportunity for the student who posted originally to share his or her own interpretation of the quote at the
conclusion of the discussion—to have the “last word.” Through this process, students were able to explore ideas
related to the text and develop their own thinking and perceptions. Initial findings indicated that the protocol may
have helped students feel more connected, resulting in a lower drop-off rate than students in a comparison group
who did not receive that protocol. The protocol also helped shift the ownership of the discussion to students,
making it more student centered (Zydney et al., 2013). The instructor of the course felt that “the discourse in the
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groups with the protocol reflected deeper thinking and reflective insight that the groups without the protocol did
not demonstrate as highly” (Zydney et al., 2013).

2. Examples of Adapted Protocols
In this article, we describe how face-to-face protocols can be adapted for online environments (see Table 1) as
well as suggest how educators can integrate protocols as they develop ground rules for enhanced discussion (see
Table 2). The following protocols are a sampling of the vast number of protocols available. We chose these based
on our experience using them, as well as on our assessment of their suitability for adaptation to the interpreter
education classroom. We designed each adaptation with careful consideration of evidence-based practice and
research.
Table 1: Protocols Adapted from Face-to-Face to Online

Name: Four As (Adapted from Gray, 2005)
Purpose: This protocol helps students to deepen their understanding of a text and analyze it. The protocol
works especially well when participants need to approach the text from different perspectives. It engages
students in reading while helping to develop critical-thinking skills.
Face-to-face

Online

(10 minutes) Introduction: The group silently reads
the text. During this time, group members should be
highlighting and documenting notes with answers to
the following four questions (you can also add your
own As):

(1 week) Suggested: This protocol is suggested for use
with class sizes between 10 and 20 students, with
groups of four to six.

•What do you find Affirming in the text?
• What do you Agree with?
• What, in the text, do you want to Argue with?
• What parts of the text do you want to Analyze
further?
(10 minutes) Reactions: In groups, have each person
identify one affirming statement in the text, citing
where necessary. Provide enough time to explore
each.
(30 minutes) Remaining As: Either continue in group
discussions or facilitate a conversation in which the
class as a whole talks about each of the three
remaining As, reviewing each one at a time. Provide
enough time to explore each.

Organization: Prior to the online week, the facilitator
should create a new forum on the discussion board
with a title of the topic of the discussion.
Introduction and Selection: The facilitator posts the
directions for the protocol. In these directions, the
facilitator assigns half of the students to an “Agree”
group and the other half of the students to an “Argue”
group. The Agree group answers the following
question: “What do you Agree with in the text?” In
contrast, the Argue group answers the question: “What
do you want to Argue with in the text?”
Presentation: All students read the assigned text and
post their responses to the assigned question. This
initial posting is due 3 days into the start of the online
week to give everyone a chance to read the text.
Reactions: All students in the class reply to at least two
people’s responses from the other group. For example,
a student in the Agree group will respond to two
students’ threads in the Argue group. In their
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(5 minutes) Conclusion: When concluding the
activity, provide an opportunity for an open
discussion focused around a question such as, What
does this mean for our work as interpreters?
(5 minutes) Debrief: Debrief the experience of
analyzing the text by responding to example
debriefing questions such as, What did we learn?
How might we build on this conversation? How can
you improve your work as a result of this discussion?
(Wentworth, n.d.).

responses, students provide their reaction to the
comment, substantiating it with supporting citations.
Then, the students who own the thread provide their
rebuttals to the other group. This posting is due 2 days
after first posting.
Last Insights: Students read the responses they have
received for their initial posting and answer the
following question: “Based on your discussion, what
parts of the text do you want to Aspire to or Avoid?”
This posting is due 2 days after the second posting.
This could also be conducted in an online interactive
discussion board such as VoiceThread, using different
slides for each discussion.

Name: Thinking Colors, aka Six Thinking Hats (Adapted from Burdick, 2011)
Purpose: This is a simple and effective parallel-thinking process that helps students to be more focused and
involved. The purpose of this protocol is to help students look at decisions from a number of important
perspectives.
This protocol can be used to assist with analyzing various roles, perspectives, and assumptions held during the
interpreting process and ways in which all of these can influence the decision-making process. It can account
for a variety of participants’ perspectives, including but not limited to interpreters, community members,
service providers, and others.
Roles:
Neutrality (White): Asks questions. With the information provided, what are the facts?
Feeling (Red): React with gut instinct and statements based in emotional feeling (absent of any justification).
Negative judgment (Black): Looks for inaccuracies in the discussion by applying logic and pointing to barriers.
Positive Judgment (Yellow): Is in pursuit of harmony by using logic to highlight benefits.
Creative thinking (Green): Generates conversation by prompting group with statements of provocation and
investigation.
The Big Picture (Blue): Keeps the group on task and establishes objectives (this is typically the role of the
facilitator).
Face-to-face

Online

(1–2 minutes for each student) Organize students
into groups of five, one person for each color. The
sixth color should be assigned to the facilitator.
Students are each assigned a card with the assigned
color, and then take on the role represented by the
color during the discussion. During each participant’s
time, participants speak from the role they have

(2 weeks) Suggested: Divide students into small
groups of five or six. The steps we present here are
from the asynchronous version, but it can also be used
in synchronous format. For example, it could be made
more fun through a 2-D avatar chat, where an icon
shows the role each student plays or different colors of
text on an online whiteboard represent the different
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assumed, and only from that perspective, discussing
the topic highlighted for that discussion.

positions.
Preparation: After the teacher has designated groups
prior to meeting online, as outlined above, the
participants are each assigned a role and are asked to
play the roles represented. (Find the roles in the
purpose section of this protocol).
Introduction: The teacher posts directions for the
protocol and explains the role of each participant.
Presentation: Each group discusses the topic in small
groups, using its own discussion board. After the small
group discussion, one member of the group (selected
by the group or the facilitator) posts the group’s
decision to the main discussion board. Suggested time
for this section is 1 week.
Reaction: All students reply to the initial postings of
one of the other groups’ decision. These replies can
take the form of comments or questions. This posting
is due 3 days after the initial posting.
Final Posting: Each student individually replies to at
least one response to his or her group’s decision. This
response is due 4 days after the reaction posting.

Name: Surface Significant Ideas (Adapted from Glaude, 2011)
Purpose: To promote conversation around the main ideas of a text that has personal significance to readers and
to foster shared understanding of main ideas.
This protocol offers an opportunity to facilitate a discussion that highlights how interpretations of texts are in
the eye of the beholder and can and do vary from person to person. This is especially critical to the field of
interpreting, in which analyses of concepts may vary for a variety of reasons, thus influencing the final product
from interpretation.
Face-to-face

Online

Prior to the Conversation: The text is distributed to
all students. Students highlight two passages with
ideas that represent what they believe to be most
significant and choose one to share, and provide a
rationale for their selection.

(1 week) Suggested: The protocol takes one online
week to facilitate and it is best done with class sizes
between 10 and 20 participants. Groups should be
limited to four to six participants.

(2 minutes) Introduction: The facilitator and
timekeeper are selected. Ground rules and goals are

Introduction: In order to participate in the protocol,
participants must have online access to the text(s) that
will be discussed. The facilitator posts the directions
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reviewed with the group.
(2 minutes) Sharing the Quote or Passage: Each
student writes his or her chosen (short) passage on
paper, which is then taped to the wall. Page numbers
should be referenced (next to the relevant passage).
Only one passage per slip of paper.
(30 minutes) Sharing the Significant Ideas: One
person begins by presenting one significant idea from
the text, why he or she viewed it as significant, and
what relevance it has to his or her work. Other
students in the group contribute to the idea after the
original student has shared. Each student is limited to
7 minutes to contribute to the significance. This
process continues until each student has presented a
significant idea. When an idea is identified as
connected to another, those two pieces of paper are
moved closer to one another. If time is available, the
second significant idea can be discussed using the
same process as above.
(3 minutes) Closure: Each group reviews what has
been discussed and highlights what the group
learned. If small groups are used, the small groups
can report findings to the larger group.

for the protocol and gives everyone 3 days to read the
text(s). If this is not enough given the course
requirements, the facilitator must give participants
enough time to read the text(s) prior to posting their
first response.
Presentation: Each participant selects a quote or
passage that represents the most significant ideas.
Participants post this as a new thread within the forum.
The facilitator encourages participants to try to pick
quotes that no one else has chosen. Each participant
posts his or her quote and states why it is significant
and what implication it has for his or her work. This
initial posting is due 3 days into the start of the online
week to give everyone a chance to read the text(s). If
the facilitator would like to run this protocol for 2
weeks, then students would be required to look for
more than one quote or passage.
Reactions: All participants in the class reply to at least
one person’s quote to add to the stated idea. This
posting is due 2 days after the initial posting.
Closure: Each participant summarizes what he or she
has learned from this activity. He or she also
comments briefly on how the protocol supported his or
her learning and how he or she might improve upon it.
This posting is due 2 days after the second posting.

(2 minutes) Debrief the Process: Students comment
on ways the protocol supported their learning and
how it might be improved.

Name: Challenging Assumptions (Glaude, 2011)
Purpose: This goal of this protocol is to examine personal meaning and share insights on one key concept from
a text or discussion.
This protocol provides students a structure not only to discover their own interpretation of the key concept, but
also to explore how their perspective may differ from that of their peers. The protocol provides an added
dynamic for group members to negotiate and compromise on central key concepts.
Face-to-face

Online

(2 minutes) Introduction: After a facilitator is
chosen, both the ground rules and the protocol are

(2 weeks) Suggested: The protocol takes two online
weeks to facilitate and it is best done with class sizes
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reviewed.

between 10 and 20 participants.

(3 minutes) Prior Knowledge: After reviewing the
key concept, each student independently writes down
thoughts about the meaning of the key concept.

Preparation: Prior to the first week, the instructor
organizes the participants into pairs. The instructor
must give participants enough time to read the text
prior to posting.

(5 minutes) Partner Discussion: Pairs of students
discuss ideas discovered.
(10 minutes) Develop Ideas Further: Each pair joins
another pair to discuss ideas that emerged from the
previous discussion.
(5 minutes) Summarize: Together, the two sets of
pairs collaborate to create an outline of what the
group believes the key concept is and is not.
(2 minutes) Debrief the Process: Students briefly
comment on how the protocol supports their learning
and how the protocol might be improved.

Introduction: The instructor posts the directions for the
protocol. Introduce TitanPad, a Web-based
collaborative real-time editor for creating a
collaborative document; users do not have to create
accounts.
Prior Knowledge Presentation: The instructor requires
the paired students to create a shared TitanPad and
share the link with the instructor. Each person
(individually) writes down his or her thoughts on
TitanPad about the meaning of the key concept by
completing the following sentences. (Each person must
write at least 5 thoughts for each sentence.)
I think ____________________ is…
I think ____________________ is NOT…
This initial posting is due in the middle of the first
week, before reading the text.
Preparation: By the end of the first week, everyone
reads the designated text(s) on this concept.
Making Changes (Optional): The students may cross
out any of their ideas. They may move or add to either
of the two sentences (outlined above). This posting is
due by the beginning of the second week.
Discussion: Partners discuss the ideas on their
TitanPad by using the chat function. As they discuss,
they may connect/move any of their ideas from
positive to negative or vice versa. They may also add
to either sentence. This occurs during the first half of
the second week.
Summarize: Based on their discussions, the two partner
pairs come together to organize their ideas about what
this concept is and is not. This is due by the middle of
the second week.
Presentation: Students share their TitanPad links with
the whole class. This posting is due at the end of the
second week.
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Name: Provocative Prompts (McDonald et al., 2007; McDonald et al., 2012)
Purpose: This protocol helps promote a course culture that considers disagreement as productive for learning.
It encourages the development of different perspectives on a topic under consideration.
This protocol offers an opportunity to facilitate a discussion around controversial topics within the Deaf
community and the field of interpreting. Students have the opportunity to examine a topic of controversy from
various points of view—a necessary skill in interpretation.
Face-to-face

Online

Preparation: Instructor chooses quotations
(“provocative prompts”) in advance and prepares
copies of quotes with sources to share with the class.

(1 week) Suggested: This protocol takes an online
week to facilitate and is best used for smaller classes.
Prepare enough quotes to have about five or six
responses per quote.

Quotes Distributed: The facilitator distributes quotes
randomly, each written on a piece of paper.
(3–5 minutes for each student) Choose First Quote
(Agreement): Each group member chooses one
quotation and, going around in a circle, shares why
he or she made that choice.
(3–5 minutes for each student) Choose Second
Quote (Disagreement): Each group member chooses
a second quotation that provokes him or her to think
differently about the topic at hand and writes a brief
account of why this impacted his or her thinking.
(3–5 minutes for each student) Form Partners:
Partners share their ideas with a partner. The
partners reflect back on what was shared. If time
permits, there can be several changes of partners.
Optional: Facilitator posts quotations on chart paper
around the room. Students use Post-It notes to post
ideas and thoughts surrounding the quotations with
questions and comments where necessary.

Organization: Create a new forum on the discussion
board where quotes can be posted for “agreement,”
“disagreement,” and “new insights.” Students are to
find one quotation that they agree with and one they
disagree with.
Initial Posting—Agreement: Students post a response
to a quotation that they agreed with and explain why in
that post. This is due mid-week.
Initial Posting—Disagreement: Students post a
response to a quotation that they disagreed with and
explain why in the post. This is due mid-week.
Final Posting: By the end of the online week,
participants read through threads for both quotations
and then post to the “new insights” forum shared ideas
gained as a result of reading other students’
perspectives.

As outlined above, these protocols provide a beginning framework for restructuring the way we think about
discussions. By considering ways in which we can engage students in the process of learning, we aim to foster
critical thinking and new insights in the context of dialogue, whether face-to-face or online. Protocols can provide
students opportunities to develop deeper thinking around engaging conversation as well as provide educators
opportunities to advance their teaching practice in ways that benefit students’ learning. Through the use of
protocols, educators can create unique, student-centered, online experiences, challenging traditional methods of
online instruction that may not yield equally meaningful results during online discussions.
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2.2 Ground Rules
When integrating the use of protocols into discussions, it is imperative to establish ground rules for those
participating in the discussion. Ground rules provide an opportunity to build trust, clarify expectations, and
establish points of reflection to check in with the group to examine progress (Wentworth, n.d.). Ground rules can
vary, but here are a few examples:
• Bring your most challenging ideas to the conversation.
• Celebrate feedback that tests you.
• Think deeply and reflect on responses (signed, spoken, or written) and respond only after such reflection
has taken place.
• Help others feel comfortable when sharing their thoughts and challenges.
• Be mindful of the protocol and keep the conversation focused.
Wentworth outlines a detailed process that requires group input, for developing ground rules for protocol
discussion (found at http://www.nsrfharmony.org/protocol/doc/forming_ground_rules.pdf).
Table 2: Process for Establishing Ground Rules for Discussion

Activity

Description

Brainstorm individually

Group members brainstorm their own needs for what it means to be
productive. This should be done individually, prior to sharing with the
group.

Share with group

Group members share an item from their lists. The goal is to not repeat a
rule, and each member contributes a new rule through as many rounds as
necessary.

Limit list

The aim should be for a maximum of 10 items on the combined list,
limiting it to those that are essential. This may include combining and/or
editing where necessary.

Achieve consensus

Group consensus should be attained. Buy-in from the group will establish
a baseline for all involved.

Apply

Refer to the list as everyone progresses through discussions as a
framework for understanding and mutual respect.

Adapt

Adapt ground rules as needed, including deleting/adding as needed.
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3.

Conclusion

In this article, we discuss how protocols can enhance face-to-face and online classrooms and offer suggestions for
adapting in-class protocols to improve online discussions. These activities are designed to help empower students
by giving them more ownership of the course design, increasing their social interaction with one another, and
engaging them in higher-level learning. As new online learning opportunities in the fields of American Sign
Language, Deaf culture, and signed language interpreting emerge, educators must develop their practice in leading
students to richer experiences in online and face-to-face classrooms. Protocols are just one of the many ways in
which educators can bring students together to collaborate, reflect, and ultimately construct new knowledge
through shared experiences.
We highlight only a few of the many protocols that exist to support teaching and learning. Readers interested
in incorporating protocols into their teaching are invited to explore the many resources provided in this article and
in books such as McDonald et al. (2012a) and McDonald et al. (2013), which not only outline many types of
protocols but also provide a history, framework, and design of protocols for various discussion needs. Protocols
provide that “next step” in online and face-to-face learning, giving course instructors practical tools to enhance
interaction and manage discussions. As more and more courses move online, protocols will become increasingly
critical in guiding students as they navigate learning within these courses.
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Abstract
In this article we present an approach to teaching a course on Interpreting Mental Health Discourse, based on our
experiences in developing and teaching this course at Gallaudet University. We report on how faculty from two
departments, Interpreting and Counseling, worked together with the goal of providing students in the Interpreting
program with knowledge and skill-building opportunities for interpreting mental health discourse. We include
examples from the course content and format, and suggestions for using available resources, as well as a discussion of
what worked well and what did not. The article is a valuable resource for interpreter educators who are considering
developing a similar course, and also for interpreters who are interested in improving their understanding of
interpreting mental health discourse.
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1.

A Discourse Approach to Interpreter Education

This article reports on a semester in which the instructor for the Interpreting Mental Health Discourse(IMHD)
course at Gallaudet University worked collaboratively with faculty from the Mental Health Counseling Program.
The instructors planned a series of opportunities for the students in both programs to work together to develop
their respective skills and to better understand each discipline. Here, we provide an overview of each curriculum
and describe our collaboration. It is our hope that this information will provide useful information to aid others in
developing similar collaborative relationships.
The Department of Interpretation at Gallaudet University offers three degree programs: Bachelor of Arts in
Interpreting (BAI), Master of Arts in Interpreting (MAI), and PhD. The degree programs take a discourse
approach, allowing students to gain information about various settings as they learn about and practice
interpreting skills. This approach involves focusing on the analysis of language use in different genres of
American Sign Language (ASL) and English so that students become explicitly aware of different linguistic
features. Students learn that professionals in different settings often have a specific intention behind their word
choices and phrases. For example,interpreting students examining the discourse in a mental health setting, learn to
recognize specific words, phrases, or questions used by counselors as part of the therapeutic process. Analysis of
discourse includes examining language use in conversations, presentations, interviews, and other types of speech
genres, while students read and discuss the theoretical notions underlying language use in general. As they
develop content knowledge, students of a particular setting’s discourse also learn the effect of context on language
use—that meaning is not identified in words and phrases but is coconstructed by the participants in a situation.
The sequence of courses in the interpreter education program leads students through the progressively more
complex cognitive processing skills involved in translation, consecutive interpretation, and simultaneous
interpretation. Integrating the learning of cognitive processing skills with setting-specific courses gives students
practical opportunities for developing these skills. Students in these courses have observation requirements, read
relevant literature, interview professionals, and attend presentations by professionals in the field. As students
progress through the program, they gain skills and strategies for learning prepare them to work effectively as
interpreters with deaf, hard of hearing, and hearing participants in the particular setting(s).

2.

Department of Interpretation (DOI)

The MAI degree program includes deaf and nondeaf students who possess a range of interpreting experience,
from those with no experience to those already certified. All students in the 2-year program are bilingual; some
identify ASL as their first language and others identify ASL as their second language. The program of study is as
follows:
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2.1. First Semester
The first semester of the course sequence involves a focus on each of the two primary languages of this program,
ASL and English (written or spoken). Students identify and analyze linguistic features in their first and second
languages, preparing to apply this information and skill to the work of translation and interpretation. They analyze
texts and learn to understand nuances as they practice text analysis and meaning construction. With this enhanced
awareness of each language, students can be more effective as they begin to translate texts from one language to
another (Witter-Merithew, 1987, 2001).

2.2. Second Semester
In the second semester, students begin to apply what they know about language to setting-specific discourse.

The more contextual knowledge the interpreter has (about the participants, setting, and
purpose), the more content knowledge the interpreter has (about the topic, the main ideas,
the specialized vocabulary), and the more knowledge of the form of the message the
interpreter has (overall organization and coherence), the more effective the interpreter will
be in understanding what the speaker intended by the message that was conveyed. (WitterMerithew, 2001)
The program curriculum includes five settings courses: mental health, legal, business, education, and medical
situations. Students start with mental health and legal discourse courses. Because certain practices within the
mental health and legal fields (e.g., extensive use of standard written documents) lend themselves to studying
discourse through the process of translation (Shaw, Collins, & Metzger, 2006), these courses are well suited to the
developmental progression of learning interpretation skills. Students learn about and practice the cognitive skills
necessary for translation and, later, consecutive interpretation. In the course on interpreting in the mental health
setting (IMHD), students translate written documents (intake forms, release of information forms, etc.) and
informational videos prepared for consumers. The process of translation allows students extended time to analyze
the source language text, research relevant information, and produce an appropriate equivalent in the target
language.
The IMHD curriculum introduces students to various types of mental health settings, professionals who work in
these settings, and some of the theoretical approaches in the mental health profession. The course design makes
use of many unique opportunities available at Gallaudet University to collaborate with other units on campus. For
example, instructors invite faculty, staff, and students affiliated with Gallaudet University’s Mental Health Center
and the departments of psychology, social work, and counseling to present or participate in role plays while the
students in the IMHD interpret. Interpreting students are encouraged to attend presentations by mental health
professionals hosted by other academic departments. In addition to taking advantage of these internal resources,
instructors also reach out off campus and invite mental health practitioners from the local community to present in
class.
By working on translations, interpreting students develop text analysis skills. They incrementally reduce the
time it takes them to analyze the language, and they begin to apply the skills to the work of consecutive
interpreting. Although with consecutive interpreting students have less time for text analysis of the source
language, they have some time to process the information before producing it in the target language. Students
practice interpreting intake interviews or other situations in which questions are asked in one language and
responses are given in another.
The ability to analyze and understand the source language without time to do extensive research requires
knowledge and practice. Practicing in a mental health discourse class allows students to become familiar with the
discourse they are likely to encounter when they interpret in this setting. As they practice comprehension and
production of two languages, students apply what they have learned about mental health discourse, focusing on
one language at a time. This practice occurs as they observe and, as the semester progresses, interpret role plays
while they continue the cognitive processing sequence.
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2.3. Third Semester
In the third semester of the program, the students refine and practice their translation and consecutive
interpreting skills while learning and practicing simultaneous interpreting skills. They develop these skills in
settings courses , in which they learn the particular discourse of education and business/ government. .

2.4. Fourth and Fifth Semesters
In the fourth semester students continue to learn and refine simultaneous and consecutive interpreting skills as
they are introduced to medical discourse. In addition, students take courses in research and participate in their
third professional practice class. This includes a field rotation in which students work with mentors and accept
appropriate interpreting assignments. Through course design and planned activities students discuss the decisions
they make and are able to apply their increasingly sophisticated cognitive processing skills to their practice. The
final (fifth) semester is a full-time internship.

3.

A Developmental Approach to Counselor Training

The Department of Counseling at Gallaudet University offers a Master of Arts in Mental Health Counseling
degree. The program curriculum, including formal classes and extensive supervised fieldwork experiences, is
designed to prepare graduates to be multiculturally competent counseling professionals able to work skillfully
with deaf, hard of hearing, and hearing clients of diverse backgrounds in a variety of settings. To achieve this
outcome, the Department of Counseling promotes a learning environment that encourages critical thinking and
self-evaluation, inquiry, teamwork, and the discovery of new knowledge and insight, utilizing a combination of
didactic and experiential learning opportunities.
The program takes a developmental approach, offering courses in a sequence intended to foster students’
progression from “novice” to “expert” by exposing them to increasingly more advanced learning experiences. As
students progress through the various developmental stages, their cognitive skills related to counseling become
more sophisticated. Higher levels of cognitive complexity are necessary for optimal performance as a counselor
and are correlated with the counselor’s effectiveness and ability to formulate more accurate clinical hypotheses,
attend to multicultural dynamics, be empathetic in communication, and be more flexible in the application of
counseling methods (Duys & Hedstrom, 2000; Granello, 2000). Higher-order counseling skills are attained, in
part, through continuous professional reflection, which includes the ability to look at one’s work with clients,
evaluate it, place it in context, and change one’s approach when necessary (Griffith & Frieden, 2000; Neufeldt,
2001). Reflectivity is an extremely helpful learning tool for students as they transition from didactic presentation
of knowledge to experiential skills-based work. As described later in this article, the collaboration with the
Department of Interpretation has been particularly helpful in providing counselling students additional
opportunities for reflection.

4.

Collaboration Across Programs

The departments of interpretation and counseling share an educational philosophy that pairs learning opportunities
with developmental needs and encourages faculty to scaffold students as they move from one stage to the next in
their learning and skill acquisition. These similarities across philosophies and curricula present a rich opportunity
for shared, engaged learning. A collaborative relationship allows the students in both fields to observe, then apply,
the skills and knowledge they learn in simulated situations.
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This collaboration was initiated in 2009 when the IMHD instructor contacted the counseling department to
identify ways interpreting students could observe some of the counseling classes. An agreement was reached to
pilot this learning collaboration with first-year students from both departments. The original concept had the
students in the IMHD class engaging with counseling students in a mini-course on psychopharmacology. As
program faculty reviewed the benefits of this initial collaboration to both groups of students, they identified
additional curricular opportunities to expand the pilot.
In the spring semester of 2010, the IMHD instructor met with program faculty from the counseling department
to discuss the expanded collaboration. Primary goals for continuing the pilot included providing opportunities for
the students who would be future professionals in their respective fields to begin networking with each other and
to learn more each other’s professions. Additional goals included providing students opportunities to practice
elements of their work with others, to practice making decisions, and to discuss the implications of their decisions
with each other. The application of skills learned in their programs, with guidance from faculty, was intended to
help them move forward through the developmental stages of their skill-based learning. Students would practice
discussing their work and collaborating with others who would be the professionals they are likely to work with
after graduation.
The counseling program faculty invited the IMHD students to participate in selected class meetings for two
additional skills-based counseling courses: Advanced Skills and Methods in Psychotherapy and Counseling for
Wellness. In the Advanced Skills and Methods class, the IMHD students observed mock counseling sessions, used
consecutive interpretation in mock sessions with the support of faculty, and engaged in debriefing sessions with
the counseling students.They attended presentations and engaged in activities offered as part of the Counseling for
Wellness course.
In the following sections, we describe how the pilot program coordinated the joint experiences of the IMHD
course and the Advanced Skills and Methods in Psychotherapy course. This collaboration is a work in progress, as
faculty continue to work to build on the successes, address the challenges, and develop additional opportunities
for students to work together and learn from each other.

5.

The IMHD Course at Gallaudet University: Pilot Collaboration

In the first few weeks of the IMHD course in spring 2010, the interpreting students were introduced to examples
of typical discourse in a variety of mental health settings. Students read articles, listened to guest lecturers from
the Gallaudet University Mental Health Center and the counseling department, and watched videos of simulated
mental health situations. With each opportunity to gain knowledge about mental health, students also had the
opportunity for discussion with professionals in both the interpreting and mental health fields. Guest speakers
presented on contextual dimensions of mental health settings (see Registry of Interpreters for the Deaf, n.d.).
Students learned, for example, how a counselor’s theoretical orientation informs his or her case conceptualization,
treatment planning, assessment, and interventions with the client—thereby also shaping the work of the
interpreter. During this initial period, although IMHD students were introduced to roles, responsibilities, and
certain competencies pertaining to various mental health professions, they were yet to apply this information to
simulated interpreting situations.
As the semester continued, the interpreting students continued to read literature relevant to the mental health
field and to translation and consecutive interpreting in general. They reviewed materials used in mental health
settings, including intake and release-of-information forms, and informational videos used by some mental health
professionals. The students worked in groups to translate sample forms and videos from English to ASL or ASL to
English. Working from one language to another, students conducted research that helped them better understand
source texts. Group work provided opportunities for students to thoroughly examine and construct meaning from
the source language used in mental health settings and to produce appropriate drafts of the translation in the target
language.
Presentations from professionals from the university’s Mental Health Center and faculty from the Department
of Counseling exposed students to terminology and features of monologic discourse relevant to mental health
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settings. The presentations were videotaped and added to the collection of information on mental health as well as
to the library of materials students could use as they practiced interpreting skill development.
Role plays also became an important component of this collaborative work. This activity allowed students to
learn more about and experience potential interpersonal dynamics that can occur in mental health settings
(seeRegistry of Interpreters for the Deaf, n.d.). Following an intentional developmental sequence, the first role
plays were modeled by mental health professionals playing both therapist and client roles while students observed.
The role of interpreter was portrayed by a faculty member who is also a professional interpreter experienced in
mental health settings. These professionals modeled appropriate interactions as they demonstrated questions and
responses, and interpreting strategies were modeled as well.
The professionals and students debriefed after each role play, and the participants discussed the significance of
their language use and strategies (both counseling and interpreting strategies). Observing role plays helped the
IMHD students understand the counselor’s intention in phrasing questions in such a way as to elicit specific
information from clients. The role plays were designed to allow for increasing involvement of the students as they
progressed in the course and in their skill development.
After the midpoint of the semester, the IMHD students attended selected class sessions of the Advanced Skills
and Methods of Psychotherapy course, and students from both programs began to apply what they had been
learning as they became involved together in role plays. Joint role plays, under the supervision of faculty from
both programs, provided structure and guidance for each practicing student. After each role play session, guided
group discussion allowed the students to share feedback with each other, allowing interpreting students to see how
the counseling students discussed the counseling process, and counseling students to see how the interpreting
students discussed and provided feedback on each others’ interpreting work.
In the initial joint role plays, an instructor played the role of a nonsigner, allowing all participants to comment
on language choices and options for interpreting. The next step in the sequence of role plays involved using a
nonsigner who worked in the local community or at other universities or mental health programs. In these role
plays, counseling students took the role of the counselor, and interpreting students took the role of the interpreter.
Hearing and deaf participants in the mock counseling sessions now had to rely on the student interpreter for
communication. In order to control for privacy and emotional response, the nonsigning professionals played the
role of the client, and a professional interpreter was hired to ensure access to communication during debriefings.
Although debriefing sessions started with those who were actually involved in the role play, all students could
contribute to the discussion. Students and professionals discussed counseling issues as well as language and
interpreting issues. The participants in the role plays experienced the value of discussing their work with each
other as well as with the observers. The interpreting students benefited by observing the discussion of the
counseling students with their professor and the nonsigning professional regarding different approaches, the
effectiveness of questions, and the process of developing a relationship with the client. This provided additional
information and insight into language use in mental health settings.
Interpreting students also had the opportunity to discuss the effect of an interpreter on the counseling session
both from the counselor’s point of view and the client’s perspective. Both participants and observers highlighted
what worked well and discussed instances in which the intended meaning of the counselor or the client were not
accurately conveyed, and shared ideas for improving the interaction. When the group discussed the effectiveness
of the interpreter in the mock session, they realized—among other things—how the interpreter’s decisions could
interfere with the therapists’ goals. The students considered alternatives for elements of the intereaction such as
seating arrangements and the process of explaining the role of the interpreter, and they developed strategies to
minimize potential miscommunication: They suggested that the interpreter use the third person when appropriate
and request pre- and postsession meetings with the mental health professional in order to discuss areas of concern.
Students began to understand the importance of pre and post-session meetings in clarifying the therapist’s
goals, language use issues, and interpreting processes. Because this information was often new to the students,
debriefing provided numerous opportunities to discuss the significance of decisions made during a therapeutic
session.
Pre- and postsession meetings between the therapist and the interpreter were also the subject of role plays,
allowing student interpreters to practice explaining their role to the therapist. Students experimented with the
options of the counselors explaining the interpreter’s role and the interpreters explaining their own role. In
additional role plays, the student counselors practiced approaches by which they remained in charge of the entire
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interaction with the client. Students came to see how the therapy session can be negatively or positively affected
depending on the handling of the initial meeting of the therapist, client, and interpreter. The novice interpreters
and counselors thus had many opportunities to practice and develop effective ways for therapists to achieve their
goals when an interpreter is involved.
Feedback following the simulated sessions was often very specific regarding whether or not an interpretation
was equivalent to the goals and intent of the therapist and client. For example, in a role play in which the therapist
carefully selected the words she used to ask a question, the student interpreter used a phrase that he thought was
equivalent, but in the postsession discussion, the therapist was able to clarify her intent with the specific wording
she chose. The novice interpreter had the opportunity, with faculty guidance and group discussion, to see the
effect of his word choices. The students in both classes discussed alternatives for interpreting the question as well
as alternative questions that would allow the therapist to get the information she needed. Throughout this
discussion, the fact that interpreting is not a process of replacing words in one language for words in another
language was reinforced for the counseling students and the interpreting students as well.
Although both groups of students found it beneficial to observe the other group’s debriefing, each group also
had time for their own debriefing without members of the other group present. This allowed each group of
students to have in-depth discussions on issues specific to their disciplines, as well as to focus on ways to improve
their own work. Students developed a better understanding of their work as well as the expectations of the
students from the other discipline. Interpreting students became aware that the specific language mental health
clinicians use in their questions and comments is critical to the outcome of the therapeutic process.
In the last week of this settings course, the interpreting students begin learning about and trying out
simultaneous interpreting. Simultaneous interpreting requires more cognitive processes to be active at once, and
interpreters have less time to think about the source and target languages. Students began working with the
monologic presentations that had been recorded earlier in the semester. Using these videos as the source allowed
the students to practice a new skill with material that was already familiar to them. With guidance from the
interpreter educator, the students continued to develop the skills necessary to interpret simultaneously.

6.

Benefits of Collaboration

The collaboration between the departments of interpretation and counseling yielded many benefits while
demonstrating one of the basic tenets in the taxonomy of learning: If you can teach others what you have learned,
you are better able to understand and internalize the information yourself. Faculty in the respective programs were
able to create opportunities for both groups of students to increase insight into their work and to examine their
roles metacognitively. Students from both departments were exposed to increasingly complex tasks within a
supportive structure that allowed them to integrate new material and skills in a way optimal for their
corresponding levels of development. Working in this way, the interpreting and counseling students moved
forward through some of the developmental stages more quickly than would have happened otherwise.
Additionally, this collaboration provided opportunities to educate students in addressing issues that may arise in
their careers, as well as prepared them to discuss or explain their work to others not knowledgeable about either
counseling or interpreting. Given the likelihood that these students’ professional worlds will continue to overlap,
this experience was an effective way for them to be introduced to each other and to understand how they might
work together in the future. Finally, because there are deaf students in the interpreter education program, this
provided both deaf and hearing counseling students with the opportunity to experience working with deaf
interpreters, hearing interpreters, and deaf or hearing counselors. Inherent in these activities was the added benefit
of expanding the awareness of the work of deaf interpreters in arenas in which this group of professionals has not
typically been utilized to date.
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6.1. Benefits to Interpreting Students
This learning approach allowed interpreting students to develop an understanding of the types of questions asked
by therapists and others in mental health settings. They also came to understand that counselors intentionally
select specific words, phrases, and questions as part of the therapeutic process. At this early stage in their
development as interpreters, the interpreting students were exposed to a wide variety of situations, and they
learned approaches for assessing each one and for discussing expectations in order to best meet the needs of all
participants.
The collaboration across disciplines also helped to dispel some of the interpreting students’ misconceptions
regarding mental health; interpreting students saw that there is much more to mental health and mental health
discourse than they previously thought. They gained a deeper understanding of and an appreciation for various
therapeutic approaches, as well as for pre- and postsession meetings as vehicles for understanding the goals for
each counseling session.
Collaborating with the Advanced Skills and Methods in Psychotherapy class allowed the interpreting students
to apply what they had learned about mental health discourse during earlier, didactic portions of the course. The
opportunity to practice their craft with students from the counseling department “in vivo” also allowed
interpreting students to see the potential effects of their approach to interpreting and to participants in a setting.
Students also saw firsthand some of the implications of less-than-effective interpreting work.

6.2. Benefits to Counseling Students
The collaborative approach benefited the counseling students as well, especially because it exposed them to the
interpreting process. This component had previously been overlooked in the counseling program curriculum. In
fact, Gallaudet University’s counseling alumni had often reported feeling underprepared to work with interpreters
in counseling settings upon entering the field after graduation. The collaboration also provided opportunities for
counseling students to reflect on their counseling work, thus advancing the students’ cognitive complexity.
The counseling students brought with them many misconceptions about the work interpreters do. Most students
believed that an interpreter “shows up for work, does their job, and leaves.” Through this collaborative
experience, the counseling students witnessed and learned about the work required for interpreters to prepare for
an assignment. They gained awareness of the challenges involved in interpreting their specific language strategies
into another language. Practicing with the interpreting students taught them about the process of interpreting and
required them to think explicitly about their nonverbal behaviors and the intentionality of their word choices and
sequencing, and to plan their approach purposefully. They came to realize the value of holding pre- and
postsession meetings to share with the interpreter critical elements of their specific therapeutic approach and
session goals. .
Learning together and performing role plays with students from another discipline provided early opportunities
for these students to experience and manage the client–counselor relationship with a third person involved. They
were able to practice introducing the interpreter to the client, explaining the interpreter’s role, and managing and
maintaining control of the counseling session with an extra person present. Students’ used higher-order thinking in
these activities, enhancing their understanding of their own practice. In sum, the counseling students gained an
appreciation for the complexity of the interpreting process, sharpened their counseling skills, and learned how to
work collaboratively with an interpreter for the good of the client and the success of the counseling treatment.

6.3. Benefits to Others
Gallaudet University is fortunate to belong to the Consortium of Universities of the Washington (D.C.)
Metropolitan Area. Taking advantage of the consortium, the counseling students gained experience explaining the
use of interpreters and some aspects of deaf culture and other relevant issues to individuals outside the Gallaudet
University community. This benefits the community at large as well as students from other colleges and
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universities. Guests from the community or other university programs also reported on the benefits for them,
particularly regarding multicultural counseling.
For programs in areas where there are no other universities to involve in collaborative relationships, members of
local community mental health agencies, professionals in private practice, and deaf community members can be
recruited to participate in appropriate course activities.

7.

Authors’ Reflection

The collaboration between the IMHD and counselling courses proved to be beneficial in many ways, not only to
the students but also to the faculty and other professionals working with them. It provided opportunities to involve
and educate various constituents in the community as well as future professionals in both fields.
Role plays involving students from both courses—although students regarded these as one of the most
beneficial elements of the collaboration—required the greatest consideration. The instructors had to carefully
determine the content as well as the selection of appropriate participants; as students progressed through their
learning, instructors assessed their eligibility for more complex situations and roles. Instructors remained aware of
the potential for real issues to be brought forth and had protect the students in both programs. Involving
nonsigning professionals allowed students to work with individuals who use a different language, but having to
ensure communication access for everyone complicated these role plays and the subsequent discussions.
In addition to the extra effort required to manage the role plays, other challenges arose. Interpreting students
studying the discourse of mental health settings need an overview of the many approaches and theories to
counseling and psychotherapy in order to place their interpreting work in context. Understanding these can be
challenging even for first-year counseling students; they were more so for students outside the discipline. Future
such collaborations may be more successful by providing the interpreting students simply with a theoretical
introduction to the process of counseling and by reinforcing that the joint program in no way prepares them to be
professionals in other disciplines.
The sequencing in both programs presented its own challenges. At the time of the collaboration, both groups of
students were in the beginning stages of their development. The counseling students were thus not as aware as
they would become later in the program of the effect of their language choices or that there is a deliberate,
intentional approach to working with clients. This may have hampered our ability to expose interpreting students’
ability to the full spectrum of counseling discourse, but it was nonetheless a good experience for the interpreting
students—after all, professional interpreters work with other professionals in all stages of their development.
Eventually, all students were able to realize the importance of being intentional with language use, and the
interpreting students were able to ask questions in the guided discussions about options for translating or
interpreting those questions. Collaboration with a group of counseling students at a more advanced stage in their
development would provide a different range of experiences for students in both programs. There are likely
additional benefits to having second-semester interpreting students work with third- or fourth-semester counseling
students rather than having the students come together at the same point in their respective programs.
The challenge of such collaboration in a smaller university is coordinating the course sequence in the
curriculum of each department, because each course is usually taught only once a year. Inviting other departments
such as social work or psychology to join the collaboration would augment opportunities for interpreting students.
Interpretation faculty may also arrange to have mental health professionals participate in role plays conducted
separately from those with the counseling class(es).
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8.

Summary

Collaboration is key for educating future consumers and professionals of both interpreting and mental health
services. At Gallaudet University, students from both disciplines benefited from enhanced joint learning
opportunities, as well as from time in their own groups to process and discuss freely the joint work they did—
which also afforded each group the opportunity to consider how their work was viewed through the lens of the
other.
Interpreter educators and their students, whether they work with spoken or signed languages, benefit from
collaborative work with other programs, from which they gain opportunities to work with professionals and future
professionals in other fields, to discuss their work and the reasons for the decisions they make as they interpret or
translate, and to learn about other disciplines. Although the programs discussed in this article are in the somewhat
unique position of having deaf students, other interpreter education programs can invite professionals from the
deaf community to participate as both therapists and as clients in role plays. And although these programs are
graduate level, the collaborative approach can be used in undergraduate programs. Moreover, such collaboration is
not limited to interpreting in the mental health setting: Courses in interpreting the discourse of legal, business, and
medical settings can benefit from collaborative projects with students in those corresponding disciplines as well.
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Research Studies in
Interpretation from Gallaudet
University Doctoral Students

Cynthia Roy and students1
Gallaudet Uniiversity

Abstract
The following three studies were presented at the Conference of Interpreter Trainers Conference in October 2012. The
studies were undertaken as predissertation work by students in the first cohort of the doctoral program in the
Department of Interpretation at Gallaudet University. In the first study, Erica Alley addresses the population of
students of American Sign Language–English interpretation in the United States who are employed in the video relay
service (VRS) industry while pursuing their degree. It is proposed that VRS is changing from a specialization to an
introduction to the field of interpreting and that students may find comfort in the highly structured environment of
VRS, which diminishes the need for autonomous decision making. In the second study, Danielle Hunt explores how two
signed language interpreters currently working in the field experience and understand what it means to be an
interpreter. As phenomenological study, she strives to identify the essence of interpreting through the eyes of these
interpreters. This essence is what should be passed on to future generations of interpreters through educational
programs. The interpreters are profiled for a deeper understanding of how they make meaning of their work, what
their work has entailed, and what outside forces have impacted their work. In the third study, Roberto Santiago
examines how research into the cognitive function of co-speech gesture may have practical applications to the teaching
of interpreting. The study examines the gesture rate of an interpreter compared to rates found in similar bilinguals in
previously published research.

Key Words: ASL–English interpreting research, phenomenology, video relay service, co-speech gesture
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Video Relay Service: The Path from
Student to Professional?

Erica Alley

1.

Introduction

Students in the field of sign language interpretation in the United States exhibit a high level of comfort with
technology. Classrooms are often equipped with computers, cameras, and associated recording devices needed in
order to review one’s work. In addition, students utilize their personal iPads, smartphones, and laptops for class
work and correlated assignments. With a great deal of their interpreter training activities implemented using
technology, and the comfort that the students feel with these devices, it may seem only natural that the next step is
to interpret for video relay service.
Video relay service (VRS) may seem appealing to students because it provides experience in a variety of
specializations (e.g., medical, legal) without the interpreter ever having to leave the anonymity of the VRS booth.
In addition, the hours of operation of the VRS industry (i.e., 24 hours a day, 7 days a week) support students’
ability to work overnight shifts while attending class during the day. Although VRS calls may initially seem
unpredictable, calls soon appear to follow a pattern (e.g., medical appointments, tech support); students may find
comfort in VRS’s predictability. They may also appreciate their own anonymity while working with unfamiliar
deaf community members from a distance. Accustomed to clear methods of evaluation in the classroom, students
interpreting for VRS may feel at ease knowing that their interpreting work is being evaluated by the number of
minutes on a call as opposed to the quality of their work.
This study outlines the guidelines that VRS interpreters follow, examines the origin of the guidelines, and
investigates whether interpreters are aware of their origin (i.e., created by the Federal Communication
Commission [FCC], individual VRS companies, or the Registry of Interpreters for the Deaf [RID]).

2.

Literature Review

It may be argued that the advance of telecommunications technology (e.g., videophone, smartphone) through the
years has transformed the lives of both hearing and deaf people; however, the development of technology is not
without its detractors. Postman (1992) asserts thata primary danger in technology is that it presents itself as a
“friend,” making the user’s life easier. Ultimately, “technology is seductive when what it offers meets our human
vulnerabilities” (Turkle, 2011, p. 1). In fact, over time, technology changes our perception of human interactions.
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It changes our view of labor in terms of the value placed on efficiency, standardization, and objectivity. In
Postman’s view, technology may lead to the belief that standardization of work can be considered best practice.
As Postman states, “machines eliminate complexity, doubt, and ambiguity. They work swiftly, they are
standardized, and they provide us with numbers that you can see and calculate with” (p. 93). Students may find
comfort in this method of evaluation of their work, given their being accustomed to years of rubrics and
standardized testing in the classroom.
Aside from work, technology has made an appearance in social lives as well (e.g., Skype, Facebook). It can be
said that the use of social technology has fostered a degree of detachment from others to which students have
grown accustomed. “Technology makes it easy to communicate when we wish and to disengage at will” (Turkle,
2011, p.13). This perspective may be reflected in the way that VRS is delivered. Specifically, students may have
grown accustomed to the anonymity that VRS provides. They may find appeal in the perceived detachment of
responsibility while they learn to navigate the interpreting industry.
Alongside the technology, there are rules stated by the FCC that new interpreters may accept as given. The
following are rules dictated by the FCC in regards to the way that the video relay interpreter, referred to as
communications assistant (CA), proceeds with a VRS call as stated within the TRS (Telecommunications Relay
Service) Mandatory Minimum Standards (FCC, 2011a, 2011b):
1. The CA must continue with a call for a minimum of ten minutes.
2. CAs are prohibited from intentionally altering the content of a relayed conversatio.n
3. CAs are prohibited from refusing calls or limiting the length of calls.
4. The CA may not utilize a privacy screen and must disconnect from a call if the caller uses the privacy
screen or is not responsive for greater than five minutes.
5. The CA ID number must be announced to the Public Safety Answering Point (PSAP) or local emergency
authority during a 911 call in order to ensure the ability to contact the CA if the call is disconnected.
6. The TRS provider must make their best effort to accommodate the caller’s preferred CA gender.
As Brunson (2011) points out, an assumption is developing that interpreters are a one-size-fits-all commodity. If
interpreters behave as if there is one correct way to conduct an interpretation, the belief may develop among
novice interpreters that all communicative interactions are the same and can be handled formulaically.

3.

Methodoology

After an initial document review, consisting of the Americans with Disabilities Act (ADA, 1990), an RID standard
practice paper (2007), and the FCC’s Mandatory Minimum Standards (2011), Report and Order and Further
Notice of Proposed Rulemaking: Structure and Practices of the Video Relay Service Program (FCC, 2011), and
Consumer Facts (2012), I conducted interviews with four experienced interpreters who have either served in a
managerial position in a VRS setting or have heavily participated in the Video Interpreters Members Section of
RID. I chose to interview experienced VRS interpreters as opposed to students in order to examine the overall
interpreting community’s understanding of the rules that govern interpreters’ work in VRS settings. This
perspective can be applied to students’ understanding of their role in VRS.
The participants involved in this study were either colleagues that I have worked with over the years or
individuals recommended to me by colleagues. All of the interviews were video recorded and began in English.
Participants often alternated between English and ASL in order to provide specific examples of an experience
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working in VRS. The interviews consisted of open discussion pertaining to VRS guidelines in order to create a
comfortable environment that fostered the sharing of personal experience.
Each interview was recorded, transcribed, and analyzed in order to determine participants’ awareness of
the origin of the guidelines that interpreters follow in VRS. In addition, the interviews were examined in order to
explore interpreters’ perception of the effectiveness of these guidelines.

4.

Results

In responding to questions regarding the origin of particular guidelines, all participants demonstrated language
that can be considered uncertain. They used forms of hedging, such as I think, from what I understand, um, and I
am under the impression that. This shows a strong degree of hesitancy in the answers they provided (O'barr &
Atkins, 1980) and led to the overall impression that they did not feel that their comments were accurate.
One example of uncertainty can be seen when participants discussed initial call introduction. According to one
participant, the interpreter must inform the hearing caller that a “person using sign language to communicate” is
on the line as opposed to a “deaf or hard of hearing” person. In response to the question of whether call
introduction is an FCC rule or an independent company policy, the participant stated,
Um I actually think that's company policy and I don't think that's through the FCC, I think that's
more of a—I actually think that's company policy and I don't know. I think that came with people
were wanting the idea that the person calling is going to identify themselves, uh if they're deaf or if
they're hard of hearing or if they want to use something else or whatever they want to use. . . . I
think it probably hit one company and then branched out to the other companies. Uh I don't think
that's necessarily FCC because the FCC doesn't regulate the scripting of anything. . . . That's a
guess (laughs).
This participant was correct in stating that the rule is established by individual companies. The participant noted
that it seems to be widespread practice and offered an explanation for why this is the case: Given the ubiquitous
nature of machine-like scripting in VRS, it may seem to be a guideline derived from the FCC when in reality it is
not. The FCC does not regulate any of the scripts used by VRS providers, including call introduction, explanations
of teaming, transferring calls, or the need to disconnect from a call.
When asked about the apparent inability of interpreters to ask for information prior to placing a call, one
participant stated the following:
I would say that's more company requirement, but it's funny how all the companies—it's very
similar across different companies that they [do] the same thing. Part of it could be that everyone
started at one company and then branched out to this other company and brought all the rules with
them.
Another participant justified the rule regarding the apparent inability to ask for information prior to placing a call,
stating that it makes sense from an economic perspective—a business’s aim is to earn money. The participant
stated the following:
I think that each company has its own policies around that but understand, as a service, companies
don't get paid unless there's that three-way connection between the interpreter, the deaf person, and
the hearing person and so I would assume that that's, you know, an element in it.
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This participant began by stating “I think,” indicating an expression of personal understanding of company policy.
Company policies often includes rules regarding break times and obtaining preparatory information, as well as
debriefing with team members after a call.

5.

Conclusion

The information gathered from the interviews in this small-scale study indicate that ASL interpreters are uncertain
of the origin of many rules that govern their work in VRS settings. Participants expressed their concerns regarding
individual rules, but did not overtly express rebellion against them. Some interpreters associated rules with
enhancing customer service and/or facilitating call ownership, whereas others expressed that they had grown
accustomed to the rules that governed their work. As one participant stated, often the ubiquitous nature of the
guideline from one company to the next makes it appear that the rules originate with the FCC; however, rules
often stem from company’s individual interpretation of FCC documents (e.g., functional equivalence).
Students who aim to work in VRS should be able to identify FCC regulations and compare these rules with the
protocol that is established by independent VRS companies. Ultimately, students need to be able to make
informed decisions regarding which VRS agency’s rules align with their own perspective on how VRS should be
delivered. With this information, students can make informed decisions regarding the agencies with which they
are associated.
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Through the Looking Glass:
Glimpses of the Lived Experience of
Two Signed Language Interpreters

Danielle Hunt

1. Introduction
This study provides a narrative of how signed language interpreters experience and understand the phenomenon of
interpreting and their own roles within the profession. Two interpreters from different backgrounds were
interviewed using a phenomenological approach to learn more about their experiences. From the 18 recoded
emergent themes common in both conversations, I focused on three superordinate themes: (a) the field of
interpreting, (b) demographics of the interpreting community, and (c) perceptions of interpreters. The goal of this
study is to negotiate an understanding of the lived experience and attain a greater understanding of the essence of
what it is to be a signed language interpreter that will inform research, teaching, and practice. This information
can be mined for use in interpreter education and training programs.
Researchers in interpreting studies have examined interpretation from the standpoints of translation, cognitive
processing, and sociolinguistics, with a focus on equivalency and the resulting product of an interpretation, the
process of interpreting from one language to another, and even the roles and boundaries of those involved. Such
research has shown a clear preference for quantitative methodologies, with only a recent increase in qualitative
and mixed-method studies (Metzger, 2006). Although qualitative methodology in interpretation research is on the
rise, few interpreting scholars are examining the field of signed language interpreting using a sociological or
anthropological lens, with the exception of Ramsey and Peña (2010), who used an unconventional research
approach to look at the lives of interpreters working in four languages at the border of Mexico and California, and
Brunson (2011), who focused on interpreting within video relay service settings. For this reason, I have set out to
study interpreting from a heretofore unused methodological approach that represents the interpreter’s lived
experience in a way that it has not been represented in previous studies.
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Researchers focusing on interpretation theory now agree that the interpreter is an active participant in the
interpreter-mediated interaction. Because that role may be different from the role of a primary participant, the
presence of an interpreter does not mean that the primary interlocutors no longer have to seek understanding (Roy,
2002; Wadensjӧ, 1998). When researchers recognize the importance of the interpreter in the communication
situation, they can begin to focus on the interpreter as a person. Past research has focused on the product or
process of an interpretation; it is time to consider more than a simple reflection and delve through the looking
glass to gain a far-reaching and holistic view at the interpreter. In this study, the interpreter’s experience becomes
the object of inquiry and the data source for research.

2. Methodology
This study uses a qualitative approach to examine the profession of signed language interpreting. Examining the
lived experience of interpreters through a qualitative phenomenological approach allows for a representation of
the participants’ experience retrospectively and thus interpretively. Specifically, hermeneutical phenomenology
not only delves into the lived experience, but also tries to interpret that experience (van Manen, 1990). As a
researcher, I only seek to share my perception of the participants’ stories. The research question that has guided
this study is as follows: How do two interpreters currently working in the field experience and understand what it
means to be a signed language interpreter?

2.1 Sample Selection and Participant Information
I recruited participants for this study from interpreters participating in a structured mentoring program, meaning
that they had developed an ease in discussing the work, the field, and their experiences within it. Both selected
interpreters provided a pseudonym to be used throughout the study so that identifying information could be kept
confidential.
Anette is a 52-year-old white woman who holds no academic credentials in interpreting. She lists her primary
occupation as an interpreter and she has worked as a professional signed language interpreter for 23 years. She
received national certification in 1996 and holds a Certificate of Transliteration (CT) from the Registry of
Interpreters for the Deaf (RID). Ifunanya is a 27-year-old African American woman who holds a bachelor’s
degree in interpreting studies from Northeastern University. She lists her primary occupation as an ASL–English
interpreter, and she has worked as a professional signed language interpreter for 4 years. She received national
certification in 2010 and holds a National Interpreter Certification (NIC) from RID. Neither woman has any deaf
relatives.

2.2 Methods of Data Collection
I conducted one-on-one, semistructured interviews with the participants. Through a participant background
questionnaire completed prior to the start of the conversation, I collected information about the participants. The
conversations were video recorded in order to capture participants’ code-switching and code-blending. The
interviews lasted approximately 1 hour each and addressed the following questions:
o

How did you become an interpreter?

o

Is there an experience as an interpreter that stands out to you—perhaps your most memorable
interpreting experience? Can you describe that experience?
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o

How would you describe what it means to you to be an interpreter? What does a typical
interpreter look like to you?

o

Can you describe how you learned what it meant to be an interpreter or how you learned what
interpreting means?

The participants were then given the opportunity to add any final thoughts that they had at the conclusion of the
conversation. I asked follow-up questions as needed to gain a deeper understanding of the experiences being
discussed.

2.3 Data Analysis
I conducted a preliminary analysis by using an inductive approach of watching the recordings that allowed for
emergent themes to appear. Choosing to rely on in vivo coding whenever possible, I assigned codes to parts of the
interview transcript using a word or phrase taken from that section of the data so as to stay as close to the
participants’ own words or terms. I created a matrix expressing the codes used for each emergent theme along
with selections from the conversations that supported these themes. Anette’s conversation yielded 36 emergent
themes whereas Ifunanya’s yielded 27. I used cross-participant analysis to identify common and dissonant themes
in the data that led to the essence of the phenomenon. This resulted in a recoded matrix that revealed 17 themes.
Through further narrowing, I identified three superordinate themes that encompassed all of the recoded emergent
themes as well as the originally coded emergent themes. The resulting three themes best illuminated the research
question.

3. Findings and Discussion
Anette and Ifunanya have a certain way of thinking about their profession, the composite of what the field holds to
be an exemplar interpreter, and how interpreters are perceived by others within and outside of the profession.
Their insights illuminated societal, institutional, and structural forces that bear upon interpreters’ view of
themselves and their work.

3.1 Theme 1: The Field of Interpreting
Interwoven across both conversations is the idea of legitimacy. Both women acknowledge that interpreting is an
actual profession with all the rights and privileges thereof. Both participants discussed their own entry into the
field, their many experiences within it, what an interpreter is, and what an interpreter is not. They talked about
roles and boundaries that interpreters must navigate in a professional manner while working in a variety of jobs in
a variety of environments. They also expanded on the use of formal training, education, and job skills to navigate
relationships and cultures. In regard to this educational component, Ifunanya identified her college training as
being very important to her work in the field: “It did prepare me along the way to where I am now.” Anette
supported this point in saying, “It’s much more professional-oriented. You go to school, you get your degree, and
that’s the profession you choose to take . . . yes, you are a working professional.”
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3.2 Theme 2: Demographics of the Interpreting Community
I had hoped to gain an understanding of the crux of the life of an interpreter when viewed through the eyes of
professionals in the field. By learning what a typical interpreter looks like to these participants, I gained a greater
understanding of how the participants situate themselves within the profession. Although the field may have some
sort of ideal of what it is to be an interpreter, individual views can and will vary based on personal experiences.
Anette stated that in her view the interpreting field is “not a hugely diverse population” and that individual
interpreters usually stand out in a crowd. It is obvious to Anette that the interpreter “fits somehow, belongs here,
supposed to be here, but not really in that group or that group.” In terms of diversity, Ifunanya talked about how
“the interesting part for me, personally, was that in the hearing community, I was always a minority because of
my skin color; [in the deaf community] I was no longer a minority because of my skin color. I was a minority
because of my hearing status.”

3.3 Theme 3: Perceptions of Interpreters
Anette and Ifunanya expressed differing views of the perceptions of interpreters. Anette felt that she had been
perceived negatively at a particular agency to a point where she experienced emotional distress and felt a strong
“us versus them” mentality between staff and nonstaff interpreters. She was also concerned that what she had been
saying in this conversation could be viewed negatively. “I’m very aware of my perception of how what I’m saying
might be perceived by others . . . we all realize it’s a tough environment that we work in.” Ifunanya spoke very
positively of her experiences at this same agency. “I remember just being here and feeling like I was a part [of it].”
Both women also discussed how community members and other interpreting stakeholders viewed them.

3.4 Limitations of the Research
Because this study looked at the lived experience of only two signed language interpreters, the findings cannot be
applied to the larger populations of interpreters. This study allowed for an in-depth analysis of the experience of
being an interpreter for these two individuals. Future research could expand on this study by including
conversations with several more participants to see if these superordinate themes remain consistent across the
experiences of many interpreters.

4. Conclusion
From this study, we can all learn more about the experiences of these practicing professionals in addition to their
skills, personality, and attitudes. The two participants openly discussed several issues in the field that have not
been talked about on record before. For example, the perception of an interpreter by others has been discussed in
the field, but it has never appeared in a research study or publication. The findings in this study can be used to
think differently about the phenomenon. Also, by learning more about these interpreters, we learn more about
ourselves and our own experiences as interpreters.
Through the narratives of Anette and Ifunanya, we see the application of knowledge acquired from formal
education to the work that is performed. This correlation between education and practice confirms a gap between
graduation and certification and informs educators that a better synthesis of information learned in the classroom
and applied to work in the field is needed. In an effort to close the gap, the current approach to interpreting
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education that focuses on theory as a base of understanding the process needs to be shifted to an approach that
places more emphasis on practice and real-world experience. I expect that these conversations with Anette and
Ifunanya will open up a broader dialogue among interpreters, educators, students, and the consumers with whom
we work.
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Co-Speech Gesture and Cohesion: A
Teaching Perspective

Roberto Santiago

1. Introduction
In my work as an interpreter educator, I have interpreting students watch samples of their interpretations and note
where they sound natural or unnatural. I noticed a pattern in such disfluencies in their work interpreting from
American Sign Language (ASL) into English: Disfluencies often coincide with the interpreter’s own inhibition of
co-speech gesture—students often have their arms crossed, in their pockets, or leaning on the arms of their chair. I
have found that small physical adjustments can have positive effects on an interpreter’s product; thus I decided to
examine whether the inhibition of gesture might, conversely, lead to disfluencies in ASL-to-English interpretation.
The following article presents elements of gesture research that have applications to teaching interpreting. I
present a brief review of literature that shows how co-speech gesture relates to language production and cognitive
tasks associated with interpreting as well as results from a pilot study I conducted on co-speech gesture during
interpretation. This study is part of a larger project on co-speech gesture in bimodal bilingual interpreters2.

2. Literature Review
Co-speech gesture (CSG) has been linked to several cognitive processes: prompting memory stores, conveying
spatial concepts, searching for lexical equivalents, and supporting rhythm and cohesion (Cassel, 1998; Feyereisen,
2006; Wesp, 2001). Studies have demonstrated that bilinguals fluent in American Sign Language (ASL) and
English produce gestures at similar rates during conversation as spoken English monolinguals, but that bimodal
bilinguals use different gesture types (Casey & Emmorey, 2009, Casey et al, 2011, Faust 2012).
In the following remark, Cassel (1998) lays a foundation for a study of CSG in interpretation:
A growing body of evidence shows that people unwittingly produce gestures along with speech in
many different communicative situations. These gestures have been shown to elaborate upon and
enhance the content of accompanying speech. . . . Gestures have also been shown to identify underlying

2
Bimodal bilinguals are people who are fluent in two languages where one language is visual/gestural (i.e. sign
languages) and the other is oral/aural (i.e. spoken languages).
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reasoning processes that the speaker did not or could not articulate. (p. 191)
Nagpal, Nicoladis, and Marentette (2011) suggest that CSG helps speakers access language and aids language
production. Studies have demonstrated that CSG is produced even when no one is present to see the gestures
(Cohen, 1977; Iverson & Goldin-Meadow, 1998). Individuals gesture more when producing their second language
(L2), suggesting that gesture increases with difficulty of language production (Nagpal et al., 2011). This suggests
that interpreters’ inhibition of CSG could negatively impact the their interpretations. Gesture is also related to
lexical search behaviors (Wesp, Hesse, Keutmann, & Wheaton, 2001).
Gestures are traditionally divided into two primary types (this is an accepted concept among gesture
researchers, e.g., Casey & Emmorey, 2009; McNeill, 1992; Naughton 1996; Feyereisen, 2006). The first type,
representational gestures, contain “visual or dynamic features of the referent” (Feyereisen, 2006, p. 188). For
example, a speaker may be talking about coffee while producing gestures of holding a cup and stirring; in this way
the gestures represent the objects and actions being conveyed verbally (Feyereisen, 2006). The second type,
nonrepresentational gestures, do not depict a particular referent; rather, they are produced with a single form
regardless of the content of the message. Nonrepresentational gestures are sometimes labelled beats because they
are tied to the rhythm and stress that occurs during speech production.
Representational gestures are used to recall and describe spatial concepts, as illustrated by Wesp et al.’s (2001)
description of participants describing a painting to another person using spoken language. CSG was shown to
increase when the speaker attempted to describe something visual. Feyereisen (2006) reinforces this finding with
his study of speakers’ use of CSG-related observer recall. Feyereisen found that sentence recall was enhanced
most when participants were presented with representational gestures, but it was also improved when participants
were presented with nonrepresentational gesture. ASL presents many of the concepts Feyereisen describes
through the use of iconic signs, which may be considered representational gestures or classifier constructions
(Casey & Emmorey, 2009). For example, the ASL sign for stirring a cup of liquid looks like someone stirring a
cup of liquid, with one hand representing the cup and the other moving in a motion as if grasping an object and
stirring. Use of CSG also helps with recall related to spatial cognition (Casey, Emmorey, & Larrabee, 2011). The
authors noted research that found that adults’ use of CSG while describing events helped with their recall of those
events in both the short and long terms. The authors also posited that gesture rates related to learning a manual
language may improve cognitive abilities, by adding a manual component to the encoding of events in memory.
These findings suggest that bimodal interpreters who are receiving signed language input and producing spoken
language output may also use representational and deictic gestures as cohesive aides when discussing spatial
information.
The first question that must be addressed is whether interpreters’ use of gesture while interpreting patterns
like that of spoken language users during conversation. Casey and Emmorey (2009) found that the CSG rates in
spoken language conversation among native bimodal bilinguals were statistically similar to the CSG rates of
English monolinguals. However, the bilinguals used different gesture types, including greater use of iconic
gestures.
Casey and Emmorey (2009) also suggested that CSG behaviors may differ in bilinguals who learn their L2
later in life as compared to the native bilinguals in their study. This idea is supported in Casey et al. (2011), who
found that new ASL users increased their use of representational gestures during their spoken language
conversation. In a study examining CSG rates and types used by ASL–English bilingual adults, findings indicated
that adults who acquired ASL later in life showed similar CSG behaviors as native bimodal bilinguals (Faust,
2012).
From my observation of interpreters at work, I believe that their use of CSG may be unconsciously produced
to serve three functions: (a) to aid cohesion, “punctuation,” and timing in the source language output, (b) to
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facilitate the retrieval of lexical items, and (c) to elicit feedback from communication participants. However, I also
predicted that interpreters will inhibit their CSG production while interpreting.

3. Pilot Study
The data were taken from a film of a communicative event involving one ASL-fluent deaf person, one English
monolingual hearing person, and an interpreter. The interpreter was a native ASL–English bimodal bilingual. I
analyzed 9 minutes and 42 seconds of the interaction, during which the interpreter interpreted into English for 4
minutes and 35 seconds. The nonsigning participant spoke for 4 minutes and 7 seconds. The gestures of both the
interpreter and the nonsigning participant were examined, with the nonsigner acting as the control in parallel with
the previous bimodal bilingual gesture studies (Casey & Emmorey, 2009; Casey et al., 2011; Faust, 2012;
McNeill, 1992; Naughton, 1996). Coding paralleled the coding used by Casey and Emmorey (2009).
Over his 275 seconds, the interpreter produced 51 identifiable gestures. The 51 tokens represent a rate of .19
gestures/second (g/s). This is less than the mean of .41 g/s reported for bimodal bilinguals by both Casey and
Emmorey (2009), and Faust (2012). The nonsigner produced 63 identifiable gestures over 247 seconds of talk, a
gesture rate of .26 g/s. This is less than the .38 g/s for nonsigners rate found by Casey and Emmorey (2009).
However, it is similar to the mean .28 g/s rate for nonsigners reported by Faust (2012).

4. Discussion
The results of this pilot study suggest that native bimodal bilingual interpreters gesture less while interpreting than
they might during conversation. This suggests a tendency of some interpreters to physically inhibit their
production of gesture. In the data, the interpreter’s most prevalent CSG was moving from his rest position (fingers
intertwined) to the modified-A-bar handshape (fingers intertwined, thumbs up), as a beat gesture while producing
stressed words in English. This seems to indicate conflicting reflexes. On the one hand, he appeared to want to
inhibit his gesture; on the other hand, he could not suppress movement when emphasizing aspects of the spoken
message. In order to explore this topic in depth one might determine if interpreters are consciously endeavoring to
not gesture or if the effort is unconscious. The occurrence of beat gestures produced by bimodal interpreters
warrants further analysis, because these gestures are tied to prosody and cohesion—two areas interpreters often
struggle to master.
The identification of unarticulated cognitive processes by Christoffels and de Groot (2005) are of interest
here—specifically, whether the amount of CSG produced during interpretation is correlated to the cohesiveness of
the target language output. An example in this study is the interpreter’s use of um. The interpreter says “um” 32
times during his 275 seconds of talk. Only one of these is an interpretation of the deaf student’s discours; the rest
are disfluencies by the interpreter. This rate of .11 ums/second (or 1 um every 8.5 seconds) is close to his overall
gesture rate, with 25 of the instances occurring while the interpreter’s hands are clasped, inhibiting gesture. This
supports the observation that inhibition of gesture coincides with disfluencies in students’ target-language (TL)
product. That CSG could impact quality, or give insight into the cognitive act of interpreting, is supported by
Casey et al. (2011) who note that, “gesture creation . . . affects both language production and comprehension” (p.
3). If this is so, it is worthy of study for what it may reveal about nonlinguistic aspects of successful interpretation.
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5. Limitations
This study examined one interpreter in one interaction. There was no opportunity to talk to the interpreter about
his gesture behavior, intent, or other reasons for observed disfluencies. As such, we cannot generalize the results.
However, taken with previous gesture research I believe there are still applications for current teaching of
interpreters.

6. Future Research and Application
Understanding the role of gesture as it relates to cohesion and comprehension during interpretation could inform
the training of interpreters. Inhibition of CSG may lead to disfluencies and/or interfere with lexical search (Wesp
et al., 2006). Research on CSG use by interpreters may find that student and novice interpreters could benefit from
information on the role of CSG. Casey et al. (2011) concluded that learning a manual language may stimulate a
stronger link between language and gesture. This, along with the research on the functions of CSG on recall,
cohesion, and affect suggest that further study of CSG use by interpreters could provide insight into how the
cognitive process of interpreters manifests in CSG. Research on CSG as it relates to working memory during
simultaneous interpretation could be another viable research topic.
It would be a leap to suggest teaching CSG to interpreting students based only on this study; however,
understanding the link between gesture and language production does have practical teaching applications. If
gesture is used as a tool, along with traditional methods of instruction, attention to an interpreter’s use or
inhibition of CSG during interpretation could provide another avenue for helping interpreters with cohesion and
affect. If our goal is interpretations that sound natural, it follows that allowing ourselves to gesture naturally could
aid in that goal.
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As a deaf person who has been an interpreter educator and coordinator of an interpreter education program for
many years (Forestal), I read Service Learning in Interpreter Education as both reaffirming our program’s
philosophy of students engaging in community service and redefining service learning. This book has a fresh and
reviving approach, as it is student focused as well as Deaf community focused. I have observed for quite some
time that many students are losing connection with the Deaf community; they do not have a meaningful depth of
exposure to the infrastructure of the Deaf community or Deaf culture, let alone exposure to sign language and its
discourse structure. While reading the book, I was struck by the key words: “re-centering” (p. 155), “reenfranchising” (p. 29), “partnerships” (p, 16), “equal partners” (p. 139), collaboration, and many similar concepts
emphasized throughout the book. Service learning, as portrayed in the book, is “community-based learning” (p.
4): It promotes a view students and the Deaf community learning together and working toward reciprocity, a
critical aspect of the Deaf community (Holcomb, 2012), and considering each other as equal partners—rather than
a view of the Deaf community as dependent, with studentsvolunteering a one-way street.
The central and crucial concept of this book is outlined in Chapter 8, “The Deaf Community Perspective:
Reciprocity and Collaboration.” Shaw addresses the widening gap between interpreter education programs and
the Deaf community and offers ideas about how to make programs more inclusive for community-based learning.
This chapter was like a breath of fresh air; one does not often read about a community’s perspective—and
particularly not about the Deaf community—that is the target of service learning, other than participatory-action
research. Mertens & McLaughlin (2004) underscored incorporating the perspectives of the community under
study as vital role to qualitative research, including the views and experiences of a specific population. Shaw
interviewed members of the Deaf community about their perceptions of the impact that various service learning
programs had on them and on their community. The interviews reflect the participants’ excitement and the value
they saw in such programs: The Deaf members and organizations observed that students were developing Deafcentric cultural values, and they were more than willing to continue supporting these programs. Shaw also
integrates the students’ perspectives, gained through interviews, into the following chapter as well. These
perspectives are critical components of a transformative paradigm of service learning, in which “knowledge [and
understanding] is influenced by human interests [as it] reflects the power and social relationships within society
[and] that an important purpose of knowledge construction is to help people improve society” (Mertens &
McLaughlin, 2004, p. 3).
In these two chapters, Shaw reinforces the key themes, mentioned earlier, that arise throughout the book,
validating the worthiness of interpreter education programs’ expanding or implementing a service learning
program. Shaw also informs readers that service learning is new to the Deaf community. I found this fact striking;
it underscores how important it is for interpreter education programs (IEPs) to revisit the Deaf community and to,
for example, hold a forum involving representatives of the IEP and members of local and state organizations to
discuss the rationale, approaches, and strategies of a service-learning program. The forum could include
discussions of how the Deaf community could support the IEP’s students, with the Deaf community being on the
receiving end of reciprocity. Such a forum would be also beneficial in eliciting input and ideas from the leaders
and members of the Deaf community, effectively making a “re-entry” into IEPs, because, as Shaw indicates, many
IEPs seem to have moved away or grown apart from the Deaf community.
As a non-deaf interpreter educator (Russell), I found similar gems in this book, beginning with the content that
situates the concept of service learning within a framework of social capital and spatial theory. The discussions of
power dynamics and privilege, positioning, shared space, boundaries, and social capital challenge educators to
purposefully examine the roots of their service learning approaches to ensure that these concepts serve as the
foundation of all decisions that follow. Shaw then stresses in the next chapter that “…service learning must
complement existing curriculum rather than stand out as an afterthought” (p. 35). There are examples of other
professions that are grappling with embedding service learning into their curricula, and these are contrasted with
suggested objectives for interpreter education programs.
The practical nature of Chapter 3, “Implementing Service Learning,” is a gift to any educator because it offers
sample objectives, structured activities, and sequences for assignments. Shaw walks the reader through the
elements required for effective pedagogy, while building a case for partnerships that are sustainable and positive
for Deaf communities and programs, which is contrasted well with the material on dealing with student
engagement. Shaw draws readers’ attention to multiple intelligences, portrayed in the original work of Gardner
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(1983) and Kolb (1984) in order to adapt these intelligences to apply to interpreting. She contrasts a fixed-versusgrowth mind-set, and this material could be easily incorporated into pre- and postlearning survey tools, leading to
program evidence upon which to assess the impact of service learning on student dispositional traits and mindsets.
Both reviewers noted that Shaw includes assessment and evaluation of the service learning experience as key
elements of the service learning program framework, providing useful arguments for convincing administrative
levels and curriculum committees of the importance of service learning. In addition, Shaw describes how
academic reflection, an indispensable by-product of service learning, can be taught, so that students become
interpreter practitioners, who are “reflective in action” (Schön, 1983, p. 119). Shaw explores what constitutes
reflection and how students can develop reflective skills and become critical thinkers. She includes excerpts of
students’ journals, providing substantive evidence to support the value of service learning to student learning. Not
only has service learning made an impact on students, faculty members, IEPs that offer service learning
opportunities, and Deaf community members, its benefits extend exponentially as the students become “evolved”
members of the Deaf community as allies.
We appreciate how Shaw has woven Deaf community perspectives and experiences with local IEPs as a
foundation for working with the students, resulting in a book that is well organized. Shaw builds a coherent
argument for service learning, providing the premises and theories of service learning, before moving on to
approaches for implementation of a course to offer service learning, and strategies to imbed service learning in an
IEP. She has framed the foundation of her book on current research and praxis outside of interpreter education and
the Deaf community, providing a global view of service learning. Most chapters end with recommended readings;
both reviewers have taken advantage of these and found them very useful.
We both highly recommend Service Learning in Interpreter Education: Strategies for Extending Student
Involvement in the Deaf Community for all interpreter education programs, including online programs. This text is
also an excellent source for interpreter organizations to design a community service program to connect with the
Deaf community in meaningful ways. It also can be a guide for planning for continuing education units (CEUs)
for interpreter organization members to ensure that all interpreters, seasoned or novice, continue to develop their
connections with the Deaf community. Because interpreter educators continually seek to bridge research and
practice in linguistically and culturally sensitive ways, the production of a summary of several of the chapters
within this book in American Sign Language would make a positive contribution. We look forward to seeing in
what direction Sherry Shaw, a model of exceptional scholarship and critical thinking, takes our field next.
Finally, we note that this text also has valuable material for spoken language interpreter education programs,
and translation studies. Students can gain so much from being actively engaged in the linguistic communities in
which they will work, regardless of whether the students will become translators, community based interpreters or
conference interpreters. Shaw’s work will resonate across our shared approaches to educating interpreters and
translators.
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